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Introduction

One of the most important questions posed by educafors
today is that of how to cope with widespread student personal-
ity dysfunction and academic underachievement? A Richards and
Clark (1967) survey estimated that from 5 to 10% of the school
populaticn, which might numbef over three million by the year
1975, weuld make up this body of students. Of ccncern here are
the students who manifest cvert nonconforming personality
patterns and low academic ability. This groﬁp does not
include studehts with sevare émo%icnal disorders, orthopedic
impairment, and acuie mental rétardatione |

Within the context of a brcader definition of special
education (Reynolds and Balow, 1974}, self-containga"élass-b
rccns and resource centers have mushroomed nationwide. This
proclivity towards establishing special facilities for trou~
bled youngsters outside the regular classroom has raised
several serious questions. Since such practicec constitute
a form of ability grouping, current discourse has centered
around the question of waether self-contained classrooms
encourage counter productive labelling and engender a dele-~
terious effect upon the sélf-concept and ego development of
prablem‘children (Vogel, 1973;‘and Koppitz.k;973)? Or, does
special and separate facilities for childréh,with school
ad justiment probvlems, in fact, contribute a great deal towards
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2
positively modifying self-concept and academic performance.
Amid this continmiing debate centered arouné the advan-
tages and disadvantages of special'class placement, a school
district, located in a2 major northeastern metropolis, has
implemented a special education program. The Satellite Pro-
gram, as it is called, segregates problem canildren frcm the
mainstream. The Satellite Program was compared to a program
where controi grour students were integrated into the main-

gstream.

Statement of the Prcblem

The present research was to detarmine whether the
SatelliteProgram or the traditional program was more effec-
tive in meeting student acadeuic and personality needs.
Several pertinent questions were exploresd.

1. Would there be a siznificant difference in the self-
concept scores of Satellite students as compared to self-

cencept sccecres of the traditionally placed control group?

2. Would there be a significant differénce between the
Metropolitan Achievement Test (MAT) reading scores of Satel-
| lite students as compared to MAT reading scores of the tra-

ditionally placed control zroup?

3. Wauld there be a significant difference between the
attendance pattern of traditionally placed control group in

comparison with the attendance pattern of Satellite student.?

7



4, Would there ke a significant relationship
between the self-conceprt scores of Satellite students ané

the self-concept and personality scores of their teachzrs?

Hynotheses

Major hypotheses are stated to test grouv differences
on the three criterion variables; achievement, self-concepf,
&nd attendance. Stated in the null form, the hypotheses are

as following:

1, There will ve no significant difference between thse

self-concept scores of Satellite students in compar-
ison with self--concept scores of centrol group sub-
jects. ' -
This is really a succinct expression of a major hypotie=-
sis and six sub-hypotheses which consist of a Global score
and the following,factor scores: Behaviof. Intelleétual and
School Status, Popularity, Anxiety, Physical Appearance and

Attributes, and Héﬁpiness and Satisfaction,

2, There will be no significant difference between
the attendance pattern. of Satellite students in

comparison with the attendance pattern of controls,

3. There will be no significant difference between
reading scores of Satellite students in comparison

with reading scores of control group students.

8



I
4, There will be no significant relationship between
Satellite student group self-ccnceyt scores and

those bf their teachers.

Definition of Terms

Control sroup--Refers to junior high school youngsters

evidencing adjustment problems who were enrolled in a tradi-
tional program at one of the four junior high schools used
in the study.

Experimentzl group--Refers to the students evidencing

school adjustment problems who were enrolled in a seif-
contained program (Satellite Program) at one of the four
junior high schools used in the study.

Mainstream--Refers to students in a departmentalized

junior high school program‘where students attended traditional

classes,

Reading ability--Refers to the Total Reading scores

made by subjects on the Metropolitan Achievement Test (HAT).

Satellite Program--Refers to the self-contained program

in which the experimental subjects were enrolled during the
treatment period.

Self-concept (student)--Refers to the Global (composite)

score made by children on the Piers-Harris Children's Self
Concept Scale (CSCS).
The six factor scores of the CSCS are interpreted as

follows: : 9
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Factor I (Behavior)--An indication of how one views

oneself with respect to conduct, obedience at home,
and trustworthiness,

Factor II (Intellectual and School Statusz)--Is not a

guantitative index of actual intellactual ability, but
rather, an estimate of onz's perception of one's zen-
tal and leadership abilities.

Factor III (Physical Avvearance and Attribute)--How

ons sees oneself physically. It includes the subject's
pereeption of himself as a "doar" in games and srorts
anc in terms of his physical attractiveness. ;o

FPactor IV {4nxiety)~--An estimate of ine general level

of nervousness, fear, and worry.

Facter V { Pooularity)--An indication of perceived sta~
T~
tus and worth among peers.

Factor VI (Happiness and 3atisfactien)--Is a general

level of contentment and self-zatisfaction.

Self-éoncepi,jzeacher)--Refers to the Total Pesitive

score made by teachers on the Tennessee Self Concept Scale
(7scs).

The following factor scores of the TSCS were used in
an analysis of the data:

Totzl P Score-~Reflects the overall level of gelf-esteem.

Row 1 P Score-~The individual describes what he is as

pgmsees himself,

Row 2 P Score--Reflects the level of self-zatisfaction

19




or self-acceptance,

Row 3 P Score-~-2ehavior--A measurement of the indivi-

dual’' siperception of his own behavior or the way he
functions.

Column A--Physical Szlf--The individual presents his‘

view of his body, his state of health, his physical

appearancé. skills, and sexuality.

Column B--lioral-Zthical Self--Describes‘moral werth,
relationship to God, reelings of teing a "good" cor
"bad".person, and satisfactién with one's religion
or lack of it.

Column C--Personal Self--Cne's feelings 6f adegquacy,

worth, and value and his evaluation of his personality
apart from his body or relationships to others.

Column D--Family Self-~Refers to the individual's

perceptions of self ‘in reference to his relations to
his most immediate circle of associates.

Column E-~Social Self--Reflects the person’'s percep-

tion of his adequacy in social interéctipn‘with people
in general,

Total Variability Scofe (V)=--Total amount of variabil-

ity for the entire record. High scores mean that a
person's self-concept is so variabie from one area to
- another as to rerlect little unity or integration.

Colunn Total V--A measurement and summary of variabil-

ity within the columns.

11
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Row'Total V--The sum of the variation across-the rows.

Nét Conflict Score~-Contradiction between the various

scores which represents a measure of acquiescence and
denial, which is the opposite of acquiescence.

thal Conflict Scores--The total of Positive Net con-

flict in addition to the net or directional amount of

conflict.

The Empirical Scales--These scales differentiate one
group from all other:groups as follows:

The Defensive Positive Scale (DP)

‘The General Maladjustment Scale (GM)

Phe Personality Disorder Scale (PD)

The Neurosis Scale (N)

The Personality Integration Scale (PI)

Stfeaming--Refers to the stratification of students

according to ability.

o ppaditional program--Refers to a départmentalized

junior high school program.

Significance of the Problem

‘It is often recognized that the aggréssive-disruptive
student suffers greatly as a result of his acting-out behav-
ior. His social alienation may, 1in 15té§giife. lead to delin-
quency and crime., Further, his classmates suffer serious dis-
advantages as a result of his unsettling influence.  Since so
little is known about how to cope with the day-to-day prob-

lems of the chronic disrupter, iay gains made in this area
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will have broad implications for students, parents, educators,
and SO¢iety in generai. .

This study compared the Satellite Program, a self-
contained program, with a traditionral program. If one or the
other was found to be superior in promotihg positive selfF
concept and inéreasing reading proficiency, the study could

-serve as a gulde to future educational ventures.

Assumptions and Limitations

This study was limited in the follewing ways:

Tegsts of personality were administered during the experi-
ment, Since thkere has been much semantic coafusiocn surrounding
the use of personality descriptors, interpretatisn of the
data yielded by such tests must be made with caution,

Subjects were limited to students who manifested
overf behavioral problems and attended one of four Jjunior
“high schools used in the study,

Fur%her,(many of the subjects selected to participate
in thé program were potential truants; it is possible that
this could affect the availability of subjects for testing
"and treatment and would naturally further limit the extent
‘to which the findings could be generalized.

Finally, parental consent was needed before a student
could participate in the résearch project. Oaly those students
who were granted permission participated; There was no
way to determine if those participants were significantly

different from nonparticipants on the criterion variables.



CHAPTER II
REVIEW OF THE REIATED LITERATURE

This chavter has been divided into the following sec-
tions: (a) personality theory, (b) correlates of self-concent,
(c) personality factors associated with problem behavior in
school; (d) the psychological implicéfiohs”Of specizal class

placement and streaming, and (e) reading research.

Current Personaliiy Theory

Self-concept theory. In recent years, not bnly in

psychoanalysis, but most other theories of personality
have converged upon the concept of the self as tne fundamen-
tal foéus of personality (Patterson, 1661). Patterson vointed
out that this preoccupation with the phenomenological self
marks a return to the roots of psychology which was originally
defined as a study of the soul.
The earliest formulation of a functional theory of éelf
was made by Rogers (1947). The self-concept was said to be
an important determinate of behavior. Rogers stated.thzt a
feeling of adequacy is basic to psychological adjustment.
Also, he postulated that the absence of threat is essential
to the development of an adequate self-concept and necessary
as a condition for positive change in the self-concept.
Patterson, elaborating on recent Rogerian theory,
stated that, “...Once the self has developed, it becomes the

center about which all experience is organized" (p. 15).

14
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Experiences‘afe perceived and interpreted in relationéhip to
one's perceived self. Psychological tension or maladjusted
behavior results when-experiences are inconsistent with
sélf-concept. Such experiences may be perceived as threaten- . .
ing. |

Summarizing ca the subject, Patterson listed several
central ideas relited to Roegerian theory: (a)} ¥an lives in
a phenomenological or subject world. (b) As one becomes
actuzlized, the self becomes more vronounced through inter-
action with the sccial environment. {(c¢) The éelf-concept is
more important than the "real" self as it is the organized
perception of self, (d) The self-concept governs the signifi-
cant responses to environment. (e) A need for positive salf-
regard develops with the self-concept. (f) Positive self-regard
or self-esteem is a need which is learned through internaliza-
tioa or introjection of experiences of positivé regard by
others, or, alternatively, may be a function of the self-
actualizing tendency, and (g) positive self-regard depends
dn an evaluation of behavior by others, fﬁerefore. discrep=~
ancies may develop between the needs of the organism and the

needs of the self-concept for positive self-regard,

Psychodynamics of Pubescence. The present study is

concerned primarily with personality adaptation tovenvironment
during adolescence. Therefore, a brief recapitulation of the
adolescent psychodynamic phase of development follows.

Psychologically; changes at the adolescent stage of develop-~
15 ’
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ment are marked by the acquisition of adult size and seccndary

- eex characteristics. Advances in social status and peer rela-

tions become exfremely important. guring this transitional
period, the role of the child in the parental family changes
to that of an adult. According to Long, Henderson. & Zilles
(1967), this may give rise tc problems’ of self-identity. .They
asserted, in relations to adolescence that, "New patterns of
identification with parents, teachers, and peers may demand
an altered conception of the self and social worid" (p. 210).

Blos (1962) articulated the Freudian views of psychic

changes that delineate the adolescent stage of ego and super-

ego formation. A% waiberty, an upsurge of libidinal drive ensuesA
after remaining dormant throughout the latency period of psy-
chosexual develorment. This phase, which is the precursor to
the ggnital stage of adult psychosexuality, 1s characteristic
by the organism's attempts at resolving primary fixations.
Namely, the oedipal fixation is reinstituted from the pre-
latency period. this confrontation leads to ambivalent bisex-
ual leanings and over taxes the ego in its efforts to suppress
libidinal hyperactivity. The ego is left with a void that it
strives to fill by deflecting the libido inward in narcissis-
tic self-aggrandizement. The weakened ego no longer maintains
a firm grip on the external world.

Thé struggle with a relentless excessively energized
libido creates difficulties for the ego in performing its

primary function of mediating id and superego activities.

16



12
in the instance of a normal development, the egzc eventually
resclves its phase-specific conflict through adaptive
measures such as reasserting its hold on the “real" world
by focusing the libido upon an external love object. Such
is the nature cof teenage infatuations. Cedipal c¢r electra
strivings are either dissipated or relzgated to the sub-
conscious. These adaptive‘measures result in a conselidation
of the various ego funciicns into a cchesive "oneneszs.”

This psychic growth process engenders a more pronouncad self-
identity and a less distorted view of the external world.
Thus, one comes to Dossess 2 more circumscribed view of the
self in relation to his social environment.

In the case of an aborted adolescence, the ego may
resort to regressive or repressive tactics in‘an erfort to
synthesizz ego functioniﬁgs. These psychologenic maneuvers
often precipitate psychotic or neurotic pathological reac-
tions. In the case of the psychotic, there is a breakdown
in the connecting link between reality and fantasy while in
a neurotic adaptation, the oréanism seeks to revert to an
earlier more primitive state of ezo development. These
ethological and =2tiological theories derived through the
psychoanalytic approach of Freud have been somewhat con-
firmed by an analysis of Q-data (data from questionnaires).

Evidence of a higher organization of the psychodynamic
process, the self-concept, has been extrapolated from psy-

chometric instruments aimed at quantifying persenality data.

17
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Generally speaking, findings related tc the self-image tend

to support the contention that adolescence marks a pericd
when the‘organism is besieged by peycnic conrlict while the
'self-concept is nect yet well differentiated. Fitts (1972),
reporting on research using the Tennessee Self Concept

Scale (TSCS), indicated that data from studies on junior

high school zge subjects can generally be characterized as
conflict ridden. Compared to the norm group of TSCS respond-
eats, adalescents displayed a high True/False RatiO‘(a‘_
measure of inconsistency in self-reporting). They slso had
other elevated conflict scores and thair Total Positive Scores
were usually below average. Scores on the Empirical Scale
(actual measure cf psychological ad justment) were generally
deviant. More specifically, the General Maladjustment factor
score and others were uausually high. As a result of the crea-
tion of psychometrie scales such as the TSCS. measures of large
' samples across a broad spectrum is made possible. It is
expected that this will encourage more research dealing with
the age disparity in persorality dynamics and self-concept
reporting. Perhaps an even clearer victure of the functioning

of the human organism during puberty will soon emerge.

Correlates of Self-Concept

Pamilial relations and "Significant others.™ Researchers

- have, for the most part, confirmed the belief the* familial

relations play an extremely important role in self-concept

1.




formation.

In a four-year study, Cox (1966), using the Piers-HAfris
Children's Self Concept Scale (CSCS), found that 72% of the
‘predicted variance in self-concept scores was asscciated with
child-rearing practices. |

Other significant relations were discovered by Thomas
(1967) in an irvestigation using seventh grade students in
Utah., He found significant correlations between self-esteem
and perceived parental acceptance for boys as well as girls.
However, for the girls with educated fathers, there was no
significant relatiénship evident for maternal and"paternal
acceptance. When the father had little education, self-esteenm
and maternal acceptance were significantly correléted for boys:
ané girls {r=.51 and r= ,58 respectively). This was consider-
ably less true for paternal acceptance. The sample was rather
small, so replication is needed to substantiate these findings.

Miller (1970) in a study with college males found 2
Clear linear relationship between mental health and identifi-
cation with parents and others. These subjécts with the stronge
est identification with either parent, clearly had the best
integrated personalities. Identification with éome *signifi-
cant others” besides one's parents showed the same pattern.

James (1967) reported differences between the younsg
child's perception of the father fole and the father's self-
role perception. There were also sex differences with boys

seeing their fathers as being involved in more activities

19
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as compafed to girls,
| George (1970), in dealing with parent-chiiéw;elation-
ships, found that adoléscént'ﬁﬁles do not identify with fathers
who have poor self-concepts. In other wbrds, when parents do
not seem to be desirable objects for identification, the
likelihood that the child will chcose from them as models.
is lessened. These findings kave been substantiated by Coleman,
- Freeman, & Owens (1966),

Corrigan's (1970) study of American Indiéns revealed
that although there were minor differences between tribes,
the general trend was towards low self-esteem, extreme con-~
fusion, contradiction, uncertainty, and acquiescence in self~
reporting. This apparently supports the widely held opinion
that parents have a great impact upon the self-concepts of
their children, even through adolescence and adulthood. It
is current thinking, however, that the greatest influence is
felt during the early stages of development.

| Ih regard’to Corrigan’'s study;vit shéuld‘be pointed
out that there may be some Question as to the appropriate-
ness of the instrument\used to measure‘self-conceﬁt. Though
the CSCS has shown some consistency across diverse cultural
groups, much more research is needed to determine‘the exact
contribution that culture makes to the variance.

The influence of familial relations in personality
development as reported by Curry, Manning, and Monroe (1971)
‘presents a somewhat different picture. While previously‘cited

24)



16
data attest to the preponderance of familial *elations.in
personallty formation. curry et al., reported that thoy
found few differences in the self-~-concept scores of students
who were only children and those who were not. They also
found few differences between the self-concept of those
‘children coming frem broken homes and those *rom intact homes.
Thege apparently antithetic points of view may be roconclla-
ble, however, if one focuses more closely upcn the studies
which have indica%ted that vsignificant others” zay be substi-
tuted for parents as role models (Thomas, 19673 Georges 19703
and Miller, 1970). The tendency of children to mimic +he more
positive role models from which they might choose could also
offer oome explanation for the lack of undue maladjustment
manifestations in many children from problem social environ-
ments. This adaptive ego function could also explain why
children from broken homes are often successful in making
satisfactory psychological.adjustments during adolescence.

It naturally follows that teachers could well influ~
ence the extent to which youngsters perceive themselves as
. being lovable, worthy, respected, and important members of
their communltles. ' |

" prowbridge (1$69-1970) and her colleagues in Project
Impact at Des Moines showed a significant positive correla-

tion between self-concepts of teachers and their students.
And, as expected, the correlations were the greatest for

teachers and students who had been together for the longest

- 21
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period of time,
" Findings by Kleinfeld (1972) have implications that
fof Blacks especially, the teacher can be a significant
force in reinforcing academic self-concept.

A study by Rowson (1970) hypcthesized that the self-
concepts of students could be raised as a result of improved
teacher self-concept. Intervention was made at the behavioral
level by retraining teachers in classroom behaviors. Signifi-
cant correlations were found between the self-:oncept scores
of teachers and the scores made by their students. The Total
2,9Sitive' scores of the Tennessee Self Concept Scale (Tscs3)
were used for teachers; children's scores wers taken from
the Coopersmith Self-Esteem Inventory (i967). Significant
correlations were also found between teacher Total Positive
. Scores and the type of thinking students were likely to engage
in. Students of teachers with high self-concepts were most
likely to engage in divergent and evaluative thinking and
spend less time‘in routine, memory, or convergent thinking
- activities as compared to students of teachers with lower
.gelf-concepts..

These f£indings, however, were not upheld by Coble and
Hounsell (1972). They found that biolog& sfudents ignored -
the self-actualization of their teachers on measures of
eritical -thinking and biolbgy achievement. The study involved

18 biology teachers and 423 students in North Carolina schools.

- 22
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The instruments uged were the Nelson Biology Test, Revised
Edition, the Watson Claser Critical Thinking Appraisal, Fora
Zm, and the Spagirom Personal Orientation Inventory. These
contradictory findings of Ccble and Hounsell as compared %o
those of Rowson may suggest a disparity tetween instrumen-

taticn or constitutioral sample diffarences.

Self-concent'and.psgchologipal adinstment in acdoles-
cence. The exact rélationship of one's self-imaze to the over-
all personality cenfiguration is still a subject for investi-
gaticn. Regers {(1947), nevertheless, speculated that é'dis-
forted seif~concept could bé considered an indication of
psychological maladjusitment. Subsequent inguiries have indezd
confirmed the existence of an empirical foundation ﬁpon
whidb Roger’'s a priori remarks mizht rest. There is a con-
nection between the phenomenologically derived self-evaluation
and the more inferential source traits.

One of the most extensive studies in this area was
condicted by Zahran (1967) to determine if there exiéts a
clear relationship between self-concept and 130 counseling
and adjustment, intellectual..personaliﬁy. perceptual,
gocial, and environmental variables., A measure of self-
concept was extrapolated from a factor analysis of items
from a Q-Sort, the High School Personality‘Questionhaire
(HSPQ). the Sentence Completion Test, and the Minnesota Coun- . .
seling Inventory (MCI). The four self-concept variables

extracted from the preceding instruments were as follows:



1. Self-ideal congrueanscy (from Q-Sort).

2. Strength of Self-Sentiment (from HSFQ).

3. Overallypersonal adjustment (froa Sentence Completion).

4, Healthy family relationéhip test (from MCIj.

5. Conformity relatiocnship tes* (from ¥CI).
The last two variablgs were combined together as they were
derived from the same test, MCI. |

On the basis of the Self-ConceptAIndex (SCI) scores,
the sample of 178 aﬁolescents were sepérated into three
groups. The top third of the sample scoring highest on the
SCI was labelled the "positive self-gohcept" group (PsSC).
The bottom third of the sample scoriang lowest 6n the SCI was
labelled the "negative self-concept” group (NSC). The middle
group comprising the rest of the sample and scoring querately
~on the SCI were designated the "normal control" group (NC).
Statistical analysis.of the differences between the three
~groups on the criterion variable was made using a t test and
F ratios. |

~ The three groups were strongiy§differentiated on three

of the MCI factors, Emotional Stébility. Realism vs. Scretive-
ness, and Personality Adjustment vs. Personality Maladjust-
ment. From the SCI, significant differencés were found on the
Emotional Stability factor. Scores from the Q-Sort distin-
guished the three groups on the Factor Satisfaction with
Present Status vs. Eagerness for Attainment of Status. The

groups also reported significantly different scores on two

ai



HSPQ factors, Superego Strength vs. Dependensy and Mental
Health, and Good Adjustment vs. Anxiety. The PSC fenerally ‘
scored higher on the positive pérsonallty dimensions whiles
the NSC group scored lowest as predicted.

Significant F ratios between the two exireme groups
(Psc and NSC groups) were cbiained on numercus personality
traits‘such as School Adjustment. Social Adjustmsnt; Phys1cal
Health, Home Adjustment, cognitive Clarity, Sezcurity vs,
Excitability, and many other intellectual, cognitive, and
social factors.

These extensive findings were, in part, upheld by
‘Williams & Cole (1968) who confirmed a relationship between
self-concept and emotional adjustment by reporting a .62
r (p < .001) between scorés on the Tennessee Self Concept
Scale (TSCS) and those on the California Test of Personality.

Self-concept and behavior. While researchers working

with youngsters in behavior modification programs have
reported dramatic results after a relatively short treatment
period, until recently, no corresponding success had been

' experienced in programs designed especially to faise the
self-concept (Meese, 19613 Boyle, 1967; Kuntz, 1966; Hamner,
1968; Faunce, 1967; and Davis, 1969).

E Several possibilities present themselves- the first

is that self-concept does not correlate highly with behav1or;

{or it might be assumed that the favorable conduct changes

95



21

repdrted were of a superficial nature and did not involve
any basic psychological readjustment at the éource’trait
levels orbthirdly, it could be sufmised that behavisr énangé
precedes percepkual change and, in fact, the fofmer might be
‘instrumental in bringing about the latter. Availzble data,
while tending to support the third hyctothesis, also zlludes
to a fourth possibilitys that of ar interaction effect
between behavior and self-concept. In other words, how onhe
behaves as perceived by others will in turn infltence one's
perception of self. For example, if others approve of ona's
behavior they relate to him in a positive way; this enhances
the subject's self-concept, and his‘improved self-concept
'will enable him to relate better to others and act in é
more socially acceptable manner. Perhaps successful behavioral-~
modification techniqﬁeé intervene at ‘the behavior link in'
the cycle to start a chain reaction that eventually results
in the general develbpment of a more positive personality and
integrated self-concept. | |
The work of Coopersmith (1959) may be cited as one of
"the earliest studies in support of this interaction theory.
Scores reported by fifth and sixfh grade students on the
Self-Esteem Inventory (SEI) and Self-Esteem Behavior Rating
Form (BRF) were related to self-eValuatiqn. The BRF was
predicted on‘the‘evaluation of student's behavior'by teachers,

principals, clinical psychologists, and evaluations and dis=-
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cussions with a resear¢h committes, As it turned.dut, in

most cases, there wzs a merked relationship batween SEI

and EPP scores. Cooperémith surmised that, & persor’s
self-evaluation usuzlly zgrees with his behavior whigh,

on either theoretical or émpirical grounds, presumadiy reflect
that self-evaluation. ' ‘

Coorersmith went on tg repext that for those rases
where there is not an agreement veiwsan self-concept scores
and behavicr ratings, the findings suggested the .operation
of twc mechanisms., In the first instance, high manifest
self-evaluation is apparenfly a reaction against iow under-
lying self-evaluation as a result of poor performance and
status. The second case is of a low self;evaluation, despite
excellent performance and high status. In spite of the obvious
disparity between the two types of conditions, both cases
are apparently the result of a refusal to accépt the status
qub and is marked by high achievement motivation and high
level of anxiety.

The positive associatinn of self-coﬁcept and behavior
factors have since been confirmed by many investigatofs
using a multiplicity of psychometric instruments.and pro-
cedures. Among those whe have reported positive correlatioas
between self-concept and teacher and peer group behavior

.-ratings are Piers (1969), cox (1966), Smith (1967), Walsh
and Maxey (1972) and Freese and West (1972).

) | It is likely that one’'s status among peers could be
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reflected in the self-concept. This is consistent with
Rogerian theory that the self-concept interacts with environ-
mental feedback.

Williams and Cole (1968) found that the self-concept
of a group of sixth grade students had positive correlations
with several school-adjustment factors including social
status among peers. Those findings have since been substan-
tiated by Guardo (1969). ‘

Phere seems to be little doubt that overt behavior is
reflected in self-concept reporting. The more profound
question, however, is what relationship exists between self-
concept and the deep-rooted source traits? Source traits are
def?ned here within the context of Cattell's (1972) descrip-
tion. These are the stable less temporal behavior parameters
which many recently devised-psychometric instruments are
presumed TG measure. Purely descriptive observabie behavior
represents unsynthesized manifestations of surface traits
which are subject to one's mood, immediate strivings, or
environmental circumstances. Such are the group ratings of
behavior. On the other hand, personality factors derived
from source traits, when correlated with measures of self~
concept, should provide a more analytical understanding of
the interrelatedness of the various levels of personality
-organlzatlon. The inferred dlmenrlons of personality may

or may not be evident in observable behavior, nevertheless,
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source trait variables ccmprise the core of psychological
integration and dynamic eso functicns,

One of the first well conducted studies in this area
was carried out by Engel (1959). The interrelationship
between self-concert ané the D, P4, and X scales of the -
'Minnesota'multiphasic Personallty anento”y (MNPI) were
examined. The measure of self-concept - was based on a Q-Sort
cf items relevent to adolescent self-concern. I+ Was predicted
that a change in self-concept in the positive difection would
be related to improved adjustment, and a change in self-concept
in the negatlve direction would ne related to impzired
adjustment. According to a statlstlcal analysis of the data,
low self-concept subjects were found to be more maladausted
48 compared to high self-ccncept subjects over a two=-year
period when adjustment was measured by the Pd and D scales
of the MMPI. |

Positive self-concept “shifters," contrary to expecta-
tions, became more defensive in that they oBtaihed significantly
higher X scores (measure of defensiveness) oa the Posttest,
‘This defensiveness in reporting is characteristic of adoles~
cent: seif-reporting. . It leads one to question whether or not
the improved self-concepts too were a functlon of a more
defensive positicn.

| Williams and Cole (1968) confirmed a ralatlonshlp between

self-concept and emotional adjustment by reportlng a .62

29
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r (p < .001) between scores on the Tennessee Self Concert
Scale'(TSCS) and the California Test of Personzality (oTE).
Earlief. Bledose (1964) made virtually the same finding in
‘an investigation of the relationship Between celf-concent and
anxiety. Bladsoe used the Lipsitt's (1958) adartation of Bill's
" Index of Adjustment (1951) and“ﬁhé”TéylérmMéHifesﬁ“Ahiiéty
Scale (1953). |

It is quite obvious, from a comprehensivg :eview of
research repvorts, that‘self-conbept is highiy correlated with
source traits as well as the overt surface manifestztions of
personality. | |

Self-concept and critical thinking. In regard to self-

concept and critical thinking, Balmick (1969) conducted a pro-
ject involving 85 ninth grade students who were primarily
white and middle-class. All nine Positive Scores from the

TSCS were correlated with measures of critical thinking, open -
mindedness. verbal aptitude, and échievement in Social Studies,
Mathematics, English, and Science. Of the 99 coefficients
reported, only one was significant. These results were similar
to those of Meigham (1969); Herskovitz (1969); Corless (1967);
Renbarger (1969): Blanchard and Reedy (1970)s and Boyce (1970).

: Self-cbncept and academic ability. The lack of academic

achievement motivation proved to be a constant factor in the
observable personality behavior syndrome of many subjects
participating in the present study. The part that self-concept
plays in academic ability, especially réading as measured by
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gtandardized tests, is, therefore, crucizi.

A noteworthy study was conducted by Dysoh (1967) who
Uadministered the Index of Adjustment and Values (IAV) and
‘the Word Rating List (WRL) to a zroup consisting of 587
seventh grade students. The IVA yields an index of global
self-concept while the WRL was used as a measurs of specific
academic self-concept, Significant differences were found
between high achievers and low zchievers on both of the
ecriterion measures.

Fink (1962) used a somawhat different approach %Lc the
pfoblem..'e, nevertheless, arrived at relatively the same
canclusions as Dyscn. A group of freshmen from a high school
in California were administered a2 group of nsvchologlcaL
instruments generally used in clinical situztions. The
instruhents were the California Psychological Inventory (CPI),
Bender Visual Motor Gestalt List, and data from school
records. The data were presented to three judges; two schcol
psychologists and a clinical psychologist working with chil-
dren. The judges were asked, using all of the psychological data,
to make .a determination as to the adeguacy or inadequacy of
e;ch child's self-concept. The responses were analyzed déing
chi<square with Yates correction. It was concluded that
psychologists, using psychological instruments and being
given no deflnltlon oz self~-concept, can make a determination

of the adeguacy of -student self-cecncept. Also, self-concept
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is related to the level of academic achievement.

~ Contradictory findings were reported by Biedsoe (1964)
using a random sample of 271 fourth and sixth grade boys and
girls. He found that self-concept correlated with academic
achievement for boys but not for girls. An adaptation of
'Bili's'Indék‘cf"AdjuStmeﬁt'wésvused’ésfa'héaSﬁré of Sélf-éonéept
and the California chievement Test (CAT) was used as an
indication of academic achievement. Blezdsoe hypcthesized that
the disparity between the boys and the girls could have been
due to a function of motivation, since‘girls of ages nine to
11 are on an average more developed than boys. He also
suggested that girls at this stage of socizl development are
generally more sophisticated socially and have realized that
it is often best to emphasize one's vositive qualities.

This was offered as an explanation for the higher self-concept
scores fer girls.

‘More recently, Frerichs (1971) reported a significant
‘mean difference (p < .01) betwéen the self-esteem scores of
high grade-point~average students and low grade-~-point-average
students in the sixth grade. Frerichs'’ sample.was composed
of 78 black inner-city youngsters. Reading level was also
found to be closely associated with self-esteem. Frerichs
concluded by emphasizing that teachers' marks are a constant
reminder to a student of his success or failure. It was
suggested’ that the marking practices now being employed

should be reviewed,

32



28

t

Among other researchers who have given general support

- to the point of view that self-concept and academic achievement

are interrelated are Cotler (1970).'Jones and Grineeks (1970,

Kubinie (1970), Jones and Strowig (1968), and Cakland (1969).
Self-concept and intellectual ability. At this point

there seems to be no"consistent”pattern‘cmergingnas to the
relationship btetweer self-concept and intelligence as measurad
by standardized tests., - |

In a study oy Gay (1970), 207 Negro eighth graders in
Texas had self-concept scores that correiated with intelligence
(r = .45). The TSCS and MAT were used in this study. When the
totcl sarple was subdivided by sex, the r for males was .41
ard for females .30. These results ars contrary to the
findings of‘Wattenberg and Clifford (1964) who reported no
significant relationship between self-concept and intelligence.

Coopersmith (1967) found that in most of his research
grouns, self-cgteem and tested intelligence followed the same
'ran order. However, his low-high group (low in self-esteem
and hiéh in esteem by others) apparently ignored their high
intelligence as a basis of self-evaluation. His total correla-
tion between subjective self-esteem and intelligence was .28.

Soon after Cocpersmith's study, Williams and Cole (1968)
repogted a correlation between self-concept and mental ability
whicﬁ upheld Gay's initial findings and contradicted those of

Wattenberg and Clifford {1964) and Coopersmith (1967).

1
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‘Pegg (1970) found that self-concept scores wers positively
related to intellectual afficiency and interaalized locus of
control only to be contradicted by Frerichs (1971). Frerichs
found no significant correlations between self-concept and
intellectual ability.

It is felt by this researcher.fhat_the lack of a consistgnt,
definition of intellectual ability could be responsible for
 the édnfuéiEh; Many instruments used to measure intelligence -
capitalize unduly on anh;evement factors and acadenic abl?lty
Given the strong relationship between self-concept and academic
ability, the results from studies using such instruments as
those contaminated with‘achievement variatility ars not sur-
prising, A positive relationship between scores on those instru-
ments and self-concept would naturally emerge.

Self-concert and socioeconomic status {SES). Since SES

is an arbitrary concept in the United States, it is not sur-
-prising that few definitive studies of the relafionship:between
geif-concept and SES have emerged.‘Two such studies were
reviewed, but a great many more investigatiocns are needed in
. this area before any definitivérposition can Ee enviglioned.
Egbert, Ballif, and Hendrix (1973) documented the find-
ings that pre-school lower-class children have less well davel-
oped self~-co:wcepts bertalnlng to body image than do the pra-
school mlddle—class children. The methodology used in this

gtudy involved having subjects 1dent1fy‘the1r pictures from

34



30
among those of fellow students. The subjects were photb-
graphed in six positions. An analysis of farious responses
showed a significant differénce at the .005 level. The abi-
1ity to identify one's own picture favored the children in
the middle class group.

Trowbridge (1973) conducted an experiment and found
that low-socioeconomic subjects reported higher self-
concepts than middle;class subjects. It is difficult to
make any comparison between these two studies as Egbert et
al. apparently measured only one dimension of self-concept

* " (physical self) while Trowbridge was concerned with a global

self-concept. .
é

There does seem to be a prima facie case for SES
associated self-concept differences. It, however, remains
for future studies to clarify this iésue.

Self-concept and sex. The destinctive psychodynamic

modality of boys as compared to girls especially during
adolescence is most likely reflected in the self-concept.
The empirical evidence gathered over the past few years
which relates to self-concept and ideal self-discrepancies
seems to confirm this preponderance of sex distinctions in
'seif-conéept reporting.

McCallon (1967) yielded data that alluded to sex
differences at the fifth.and sixth grades in self-concept
development. Boys tended to fall into the higher discrepancy

group while girls were generally clustered in the median self-
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ideal discrepancy group. In most cases, high discrepancies
between self/ideal-self reporting is indicative of perso-
nality maladjustments. These findings are reminiscent of

the obsérvations made by Bentzen (1966) who concluded that
expectations placed on boys by society in relations to girls
do not allow for the slower maturation rate of boys as com-
pared to girls of the same age group.

Ellis and Peterson (1971) reported that there were

no significant differences in self-concept scores in a junior .

high school sample of boys and girls after one year in
classes of the same sex. These findings by Ellis and Peterson
suggest a rejection of the hypofhesis that there are sex
differences in adolescent self-concept reporting. But, based
on the strength of a priori to the contrary, it hight be
desirable to partially replicate Ellis and Peterson's experi-
ment with an addition of a sexually mixed control group.
This type of research design would allow, to some extent,
a look at the self-concept with and without the influence
of iopposite sex competition.

Musa and Roach (1973) found that adolescent girls are
more desirous of changing their appearance than boys.

Programs aimed a%t improving the self-concept. The

review of programs aimed at improving the self-concept
revealed an assortment of studies ranging from gfoup coun-
seling to an arctic expedition. Compensatory education pro-

grams at the college level (fullins and Perkins, 1973; and

w
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reveaied an asscrtzent of studies ranging from group‘counsel-
ing to an arctic expedition. Compensatory educaticn programs
at the college level (Mullins and Perkins, 1973; and Olseh.
1973) have resulted in positive self-concepi changes. These
pesitive results are especially relevant sirnce the desired
gel?-concept changes wers accbmplighéd with subjects whose
éelf;éénbépts}qiﬁ”céﬁpafiéod“fbmfhdsé bfmjdhiof'ﬁigﬁ”échdol"“'”“”
gtudents, are quite 1'1g1.r1 and fﬁxed. It makes for a very opti-
m.stic prognoszs in the even*ual sucecess of programs aimed

at raising the seif -concents of adolescents.

Researchers such as Arhava (1965), Hansen (1967), and
Kimball and Gelsc (197%) have indiéated +hat self-concept change
can be reaiized in relatively short treatment periods,‘

Sixth grade students realized a gaia in self-concept
as the results of a pfoéram that featured games such as
College Bowl (Flowef ahd‘Marston, 1972). The students .
played games twice a week for a period of ten weeks. The study
attempted to overcome problems of academic failure by
forcing ar increase in the self-confidence responses which could
be regularly reinforced. Improved self-confidence scores
'verekfo Be(significant beyond.the .001 level.

A program reported by Girona (1972) was developed around
ithe theory that interaction between the child and a significant
-adult is an important factor in personality formation.

Institutionalized children interacted with university students

o
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for a period of ten weecks. The range of activities covered

visits to the movies, the museum.'épcrts events, fishing,

hiking. camping, =nd visits to the students' homes. The
children's Apperception Test (TAT) and the Goodenough (a

modified versicn)} was administered to assess self-cecncept changes.,
The Weschler Intelligence Scale for childrea (WISC) was used .
to measure IQ. A sizable shift in IQ was recorded,'althoﬁgh |
the ,sains,,,f.a.i,léd to reach statistical significance. It was
speculated that this might have been due to the relatively
small sire of the sa. ‘e (21), |

Hogan and Gre (1971) reported several factors that
may have been responsible for the failure of a teacher in-
gservice program designed to ultimately help students gain in
selféconfidepce through their teachers. It was expected that
students taugﬁf'by the'teachers who ‘took part in the program
would gain in self-concept. No suéh self-concept gain was
realized. The researchers suggested that there should have
been reinforcement of the various teacher behaviors during
the treatment period. This might have made a difference in
the subsegquent outcome.

Felker, Stanwyck, and Kay (1973) reported é similar
program where the posttest scores, as inlthe Hogan and Green
studj. were in the desired direction. Though a moderate
self-concept gain was evident, a relatively short treatment.

period (12 weeks) was cited as a probable cause as to why
results failed to reach statistical significance.
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'Ph:kar (197h4) used the Pictérial Self-Concept Scale
te evaluate self-concept gains in a contigency management

rogram. Teachers in rasource rooms gave fourth grade students

'dally credit on which were recorded the performance of appro-

priate behaviors and academic achievement on a short term

basas. Punc“es (tokens) were administered uccordlng uQ each

studenx's abxllty. Rewards that could- be- exchange Pfor nunches

-wema games, free tlme, art work, a telephone call frcm the

przncipal’s office, candy, and a varmety of activ1t1=s.
Students were told of the desired behavior tc receive punches.
The subjects involved in this pesitive reinforcement program
showed substantually highér mean Total and School Related Self-
Concept after just eight weeks exposure to the program as com-
pared to other mafched3groups of students who were not inéluded
in a contingency managzement program. .

' Studies have been recorded which utilized various
foms of éounseling to bring about favorable changes in self-
concept and increase self-actualization. |

Wechsler (1971) reported that 20 boys whose mothers

~ participated in encounter-type group counseling were compared

;to a control group of boys whose mothers did not»participate

in counseling. Subjects were enrolled in reguiar fifth and
sixth grades. Self-concept, self-acceptance, and perceived

maternal-acceptance were assessed. Subjects in the experimental

" group realized an enhanced degree of self-acceptance whickh

(2 B2
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may be attributed to the counsellng program.

A marathon-ﬁrowth group was sald bJ Kimball and Gelso
(197%) %o have reallzed improved self-concepts. Similar find-
ings were recorded by Leib and Snyder (1967) previously.

' In a study conducted by Hansen(l967),;members of the
 counseling treatment who preceived the other members of the -
group, including the counselors, as genuine, accepting. and
understanding were able to realize personal growth as oppossd -
to those who perczived the group as offering a poorer rela-
tionship. | |

Two studies aimed at evaluating the effects of black
studies programs on blacks realized significantly‘positive
self-concept changes (Yee and Fruth, 1971; and—Roth, 1969).,

Cliffofd"and Clifford (1967) reported. the effects on

36 boys of spending a month at an American (utward Bound acnool

The boyéw;cportad increased feellngs of sel¢-warth

as a result of the experience. Payne. Drummond, and Iunghi
(1970) conducted a similar experiment. They admin;stered

the Eysenck Personality Index (EPI) fo a group of échcol-leévers
who went on anarctic‘training expedition. The a_ssumption |
was that acquired skills and overcoming dcmanding physical
circumstances would result. . in a feeling of increased assurance
and self-worth., Posttest scores indicated a significant rise -
in self-concept (t = 2.21, P <« .05).

Fennimore (1968) asserted that students in an eight week
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o - reading clinic lowered their ideal-self image to confofm 3
| _mere to their self-concepts. It wae interpreted that this
was an indication that the students had developed a more
realistic picture‘of their abilities;_No‘change in selffconcgpt
was recorded, However, their self-concept;scores were suffi-
ciently high. A
. Ruedi and West (1973) founa no important darference in |
" students enrolled in an Fopgn school” and"sfudents“éttending'
-8 traditional school on a measure of self-cogcept. The Mann-
Whitney U comparison scale was used tc make the analysis,
S ﬂheselfindingg did not support the general contantion'that
| "oper schools" would help better self-concepts of students..
Students who engaged in a teacher-helper program gaihéd
irn self-concept ratings (p < «01) as cdmpared to randomly.
selected students (Fullerton, 1973). The Bill's Index

of Attitudes and Values was used to measure self-concept.

]

Summary of Research on the Self-Concedt

Investigation into the self-concept hasg advanéed at
the pace at which‘theoryformation. scientific
methodology, and instrumentation refinements has permitted.
'Rogerian self-concep% theory has served as the'platform from
: uhicﬁ this investigation into the dimensions of sel® has
been launched. The self is said to‘be‘the‘center around
which an organism organizes experiences. These experiences

are perceived and interpreted in relation to hasib
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psychological neseds for self-regard. Maslow haé been credited
with formulating a scientific methodoiogy cr strategy for
eitractihg and quantifying rsychologically meaningful
data from a wide range of human characteristics.

In adolescence, the self-concept may be characterized
as deviant and conflict-ridden. The often traumatic psychdlo-
gilcal maturaticn procesz at pubefty giveé rise to a weakened
ego state and engenders a less circumscribed image of self.
Anidst this general background, the adolescent self-concept
takes shape.

Among the socizl environmental factors that have been
shown to correliate with seif-concept are familial relations
and "significant others.” It is fairly conclusive at thie
peint, that children emulate those adults within their social
environment whc are the most desirable role models. This
has gpecial significance for teackers whose self;concepts
are often reflected in the psychological and social adjustment
of their students.

The correlaticn which was fcund beatwsen teachers and
peer group ratings of behavior with self-concept suggests that

the way‘'one sees himself is reflected in 2n overt manner.

This is fertile soil for the initial identification of young~

sters who might need to be referred for special help in meet-“‘
ing the social demands of schooling. Observable behavior

may be an implicit indication of more profound maladjustments
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at the.sburce-trait level, Trere tod, many correlations

ha#e been found between self~concept and ‘inferred dimensions
of personality such as anxiety and locus of control. And, |
as with observed behavior, an impaired'self-concept might
also be the manifegtations of emotional disoider..

While it is becoming increasingly clear that a relation-
Bhip between self-concept and academic ability exists, the relatit
ship between self-concept and intelligence, critical thinking,
and demographic factors such as sex and SES is at best tenuous,
Reporting on the intelligence factor in self-concept has beea
wrought with contradiction and corfusion. Sex and SES have
received some quasi-intercannectedness'with'self-concept.
Cirls are generaily fazvored over boys on the sex_vgriable
and the upper;SES groups have been known to report higher
self~-concept scores than 1ower-SES groups. There have bheen
enough anomolous.findings in both instances, however, to
warrant leaving the SES and sex issues open to further enquiry

Many kinds of programs have been devised to raise
the self-cdncept. These have included an aretic expedition,
black studies, various forms of counseling, behavior modifi-
cation techniques, and placement in an accelerated class.

Most programs reported a modest gain in self-concept after a
relatively short treatment period. A longer treatment,
nevertheless, appears to be favored for affecting change

in the self-concept.
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Personality Factors Associated With Problem Behavior in

School

There have been myriad investigations centered around
the assessment of personality variables on school adjustment.
Rather than burden the reader with an enumerat;on of all
of the recent studies, a hlghly selective group of studies
from those reviewed is presented here,

Hughes (1968) concluded that coping strength and readlng
are positively associated. Using a sixth grade sample, readlng
coping strength was determined by the children's ability
. to maintain vigilance during distraction by delayed audi-
tory feedback, thus, keeping his errors of omission, substi-
tution, and pronounciation at a minimum. |

‘Frost (1968) surveyed ‘the personality patterns of boys
and girls between the ages of eight and 11, who were at
least two years below grade level in reading ability. The
instrumentation included the Port-Cattell Children's
Personality Questionnaire (CPQ) and the Strott Bristol Social
Adjustment Guide., The students were found to be relatively
unintelligent, lacking in drive, and maladjusted.

' Krippner (1966) used the Holzman Inkblot Technique (HIT).
to study personality factors and reading 1mprovement. On the
basis of significant findings, the author concluded that

children with disordered thought processes, bizarre percep-

tions, and emotional disturbing fantasies, may not do well
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in remedial readlng urtil a persopality change 1s effected. Ina
related study, Singer and P*ttman (1965) conc;udod that the
hysterical focus of an individual may be}responsible for
hia inability to read due to disinterest in what is being |
said thraugh the prinfed word and his ability and need to

. impose digcomfort on others by his omission.

Ridéing (1967) found that 1='yc~enek's “eu*ot*clgm Scale
was positively associated with over—achievement in English
with girls showine more neuroticism‘than boys. Entwistle |
and Entwistle (1970) tound no such relationship betweer
neuroticism and achievement, however, they speculated that
neuroticism could provide the drive for one ‘o succeed. Tnéré
was a correlation found by Entwistlé and Entwistle between
introversion and study habits. '

“Cotler & Palmer (1970) disclosed that while the acadenmic
performahce of boys and girls was found to be related to‘
anxiety'levels.‘the nature of the interaction was somewhat
different. The girls' performances of cghplex mazes was
much less assoclated with social reinforcement than it was
for boysg. Girls were generally more sensitive and achieve=~
ment oriented. N

In regard to feading, Cowen,‘Zax. Klein, Izzo, and-
Trost (1965) administered the Sarason Test Anxiety Scale

" for Children. It was concluded, based on data from 54 boys,

that anxiety is inversely related to comprehension gains,
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but not to vocabulafy gains.

Einball (1974) has indicated that IQ interacted with
underachieveusat to influence anxiety level. High IQ under-
‘achievers were found to be higher in anxiéty as corpared to
low IQ underachievers. _

Neal (1967) suggested that low achieving students exhibited
a persanality pattern related to‘reading abil;ty different
from that of henor students. The poor readers who schieved =
high academically reflected 2 kind of "acfing out nsurosis”
Personality syndrome in terms of the MMPI. Foor readers who
did not achieve well revealed z perSQnaiity pattern which
was interpreted as extroverted and indicative of heurotic
tandencies. Better readers had tendencies towards introver-
sion. These‘findings wére upheld by Elliot (1972) who
reported a strong relationship between reading and introver-
sion. These canclusions have been verified by Hedley (1968);
Neal (1968); and Bell (1972).

Entwistle and Welsh (1969) tested a sample of 2,538
school childrén between 10 and 14 years of age. Introverted
boys but extroverted girls tended to be more successful
academically than their peers of the opvosite pefsonality
type.vIt was speculated that this sex diéparity existed
because extraverted boys more so than girls are likely to
. indulge in aggressive disruptive behavior in the classroom

thereby affecting their academic perfcrﬁ;hce negatively,
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The extroverted girls. as pointed 6ut by Entwistle and
Welsh, couldwell be more social and avoid academic deterio-
ration. This stud y seemed tec suggest that the earliér finé-
ings of Cardon and Zurich (196%) were accurate. l_” :
Cctlef~and Palmer (1970) sought to determine if o
test anxiety is associafed with achievemeht. Data on acadenmic
performance was ascertained from schoci records, teacher
rafings, and the Iowa Basic Skills Test. The Sarason Test
| Anxiety Scale for Children (TASC) was‘used to,gxtract‘the
level of anxiety from fifth grade subjects. Test Anxiety
correlated with the Iowa'Reading -';43; Iowa Arithmetic
- 363 Iowa‘Comprehensive - 43 Teachér's_ﬂeading - 333
and Teacher's Mathematics - .3#. All of the r's were signi-
ficant beyond the .01 level. o
Gozali, Cleary, Walster, and Gozali (1973), using Rotter's
Internal-Externgl Cbntrol Scale, discovered that "internalé."
in performing on a computer administered task, used time
inwéhmanner systematically related to item'difficulty.
Gozali et al. stated, in clarifying the internal vs. exter-
nal concept, that, - N |
The person at the "internal" ené of th: con-
tipuum perceives outcome to be a conse-
guence of his' own actions. The person at the
"axternal"” pole believes that outcomes are
due to fate, and powerful others... {p. 9)

It was concluded that internals used time in a manner

more approepriate to the task as compared to externals.
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| Oeklend}(1969) reported that scales of the anards Perso-
hality Inventory (EPI) were administered to 24 high school
'juniors. Underachievement correlated with 16 EPI scales

for males and 10 for females. Similar findings were reported
by Barton, Dielman, and Cattell (1971) and . Bntcher, Ainsworth,
and Nesbitt (1963) u81ng the HSPQ. Ayers and Rohr (1972)
using the 16 Personality Factor Quest;onnalre (16-PF) and
grade-point-average, found 2 31gnif1cant correlation between
the two,

Summary on Personality Factors Related to Schonl

There seems to be little doubt that behavior and school -
related factors such as ecademic achievement and reading are
;nexorably connected. A complex pattern of iﬁteraction among
various psychological, social, cognitive, andvdemographic:39
factors suggest that further study is needed to provide the
guidance that educators and school psychologists must have
in order to adegquately service the needs that youngsters
share. Among the specific flndengs reviewed here were the
following:

1. Reading is positively related to coping strength.,

2, Bizarre or histo;ical thought processes may be a
prime cause of underachievement in reading;

3. Neuroticism and achievement are interrelated; however,
there are indications that neuroticism or anxiety influences
students according to sex -and dccordlng to IQ.

i, Introverted boys but extroverted gzrls tend to be
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more successfﬁl academically when corpared to their peers.
5. Internal subjects were more efficient in utilizing
time related 10 a specific task as compared to externzally
oriented youngsters. Thers was also indication that low-
socioeconomic subjects tend to be more externally oriented
as compared to high-socioeconomic subjects (Battle & Rotter,

1963).

Psycholdgical Implications of Special Class Placement

One of the most controversial questions in education is
that of what type of class organization will encéurage the
optimum. academic and psychological develoﬁment of studehts
with varied capacitieé and inclihations. Recent research
on the topic may be said to favor some form of differenfial‘
special. class placement for students with a variety of
emotional disorders. Others have. found nb significant effect
of class placement‘on emotional defelopment; while many oppose
the concept of sbecial class placement on ideological or
political grounds.

Therg were no studies found which tested the effect

of special class placement on the type of population used
'in this study. Insight into the present research problem

must, therefore, be inferred from a review of vagﬁely related
studies. .

Jones (1974) investigated the effects of special class
placement on retarded students. He found that the students

~overwhelmingly rejected special class'placemenf but cau-

tioned that this rejection should not be confused with
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or neceésarily attributed to the effects of labelling.
It was pointed out that in most studies where the effects
of labelling was studied, the éffects of special class
blacement was not isolated from the effects of labelling.
Jones concluded by saying that ethical and legal considefa-
tions probably argue for the, "...elimination of current
labelling’p;actices and for education of chiid?en‘in Jess
stigmatizing settings" (p. 29).

Johnson (1969) accused proponerts of special education
in the inneﬁ cities of promoting racism through divisive
practices. He argued that, |

The;message is cleér; Special education in our

inner cities suffer from obsolete, racist con-

cepts of deviance and unjustifiable ways of

cocling out children, If special education as

a way of producing self-ennhancement can agree

to the new Black ideology and work within it,
than It has a place in the new concsption of

-~

~education. (p. 251) :
Chistaplos and Renz (1969) vehemently stated that even
if differential effects were.found’to favor gpecial class
Placement, classroom practices should be altered to accomoa
date the deviant individual within the regulaf classroom rather
than segregate him. They asserted that this decision is
dictated by the tenets of democracy alone. On the other hand,
Miller and Schoenfelder (1969), in a critique of Christoplos
and Renz's. point of view, accused them of ignoring the
fact that special class placement is often beneficial to the
"handicappedf child.
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Kraft (1972), acting on the assumption that special
class placement stigmatizes a child for life, postulated that,

High-level educable mentally retarded children, |

along with so-called functional retardates including

academic underachievers, should be in regular classes.

Neurological handicapped classes should be abolished.

Children with emotional and behaviorai problems

should be in regular classes. {(p., 209)

Lfter an exhaustive review of the related literature
and research, Ogletree and. Ujlaki (1971) decided that special
class placement militates against the social experiences and
attitudes that are necessary for the development of a ?ositive |
self-image. They further emphatically stated that alternative
class placement is often merely an administrative %ﬁ@%ﬁiédﬁ&
and thwarts the creation of genuine individualization cf
learning 0pportunitie§.

There are others who reject the idea of special class
placement more on empifical grounds., luchins and Iuchins
(1948) found évidence of an intellectual caste-system in their
study of a.school which stratified students‘according to
ability. They were led to recommend heterogeneous classes,
provided they are sufficiently small to permit the teacher
to make provisions for adeguate remedial instruetion 2and
individual guidance.'The.time lapse since 1948 could have
significantly altered -attitudes, however,

" Ruedi and West (1973) indicated that the traditional

school concept cannot be rejected on the grounds that it

is deleterious to self-concept enhancement as corpared to
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~ a more open situation. They found no significant difference
between studént self-concepts in a traditionél program as
compared ta those in an open school‘prognam.

Acadenmic st'atification. or streaming as it is called
in England, has become a subaect of continuing debate., Acland
(1973), as others (Douglas, 1973; Verma. 1972; and Rudd, 1958),;
found no sxgnlflcant rersonality differences vetween students
;n streamed and non-streamed schools when personality wés
measured by various standardized psychomeiric instruments.
Acland did add that in his study, the poorer sfuden#s‘tanded
to improve academically while the brighter students scored
relatively lower on tests of acadeﬁic‘ability; Though this
interaction effect of non-streaming was not terribly
signifiéant in the situation studied, it was speculated
that in future situations. this loss of academic efficiehcy
on the part of brighter subjects as a result of non-streaning
could reach intolerable prouortlons. |

Many proponents of traditional class placement for the
emotionally maladjusted child do not simply recommend that

he be placed in the regular classroom and ignored. iost

advocate some supportive services while others have shown

concern for the total dynamics of teéching and interpersonal

relationships in a highly diversified classroom situation.
Kounin and Obradovic (1968) showed that teaching style

was highly correlated with children's emotional temperament
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and work habits. They concluded the following:

1. Specific}feacher techniques which can be delineated,
do dotermine how children behave in classrooms. |

2, These techniques are group management techniques.

‘3. They‘have about the same effect upon emotionally
disturbed children as upon non-disturbod children.

Tacit agreément was given to this position'oy Vogel
(1973) who integrated a group of disabled children into‘a
junior high school core program with normal children. He -
too empha51zed ‘the importance of a child oriented program as
opposed to a subject oriented program and attributes the success
'of his program partially to this teachlng varlable. Kounin
and Priesen (1966) and Bealzng (1972) have conflrmed how teachers'
goals and organizational technlques influence what children -
say and do in the classroom and how these expériehCes effect
their intellectual, social, and emoticnal development. This
has prompted Cartwright (1973) to call for diagnostic teachihg
in the regular classroom where each.student is‘subjeoted to
a systematic analysis to determine how ottempts to reach
certain behavioral goals may have broken down. The teacher
would then correct the original error and proceed fromithere.

This clamor for differentiated teaching techniqués
. extend from the advocates of regular classroom placement to
‘supporters of svecial class placement:for emotionally de#iant‘

youngsters as well. Johnson (1962) stated that the lack of
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pressurg'to meet behavioral oﬁjectivgs causes the stuaent in °
'the special classsoom to achieve below his counterpart in the
regﬁlar classroom. He recomménded that a certain amount of
stress be introduced to promote the drive‘and_motivation
required to learn. He cautioned, hbwever. that stress must
be epplied selectively since it does not affect 2ll indivi-
duals the same way. | o  ‘

- - Leton (1964)'suggésted dépléying differential education
on an experimental basis in order to devise a functional o
classification sysfem for emotionally disturbea children. Since -
recognizéd personality types, at.this‘point; are somewhat |
tentative, it would be difficult to effectively implement a
differentizl special educatiocn program witgcut the tenefit |
' of this first step. As Quay (1963) . put it, L |

We should proceed slowly, selecf children:carefully,

group at least according to the basic withdrawal

and actingout dichotomies, and structure the special

class experience as primarily educational, taking

advantage of what we do know about the learning

characteristics of the particular kinds of emotional
disturbance. (p. 30) S -

Quay, Mofse, and Cutler (1966) endeavored to create a
classification system which would faciliiate special class
placement according to a behavioral syndrome. Through factor-
'analysis. they identified three factors which included many
personality attributés.\They suggeéted that a rudimentary
theo;y can now be foimulated as to the different wayé to approach

§i£ferent children. The first dimension was composed of .
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éggressiVe, hostile, contentious behavior which has been ?
ladeled at variocus times, conduéf disorder, unsocialized
aggression, or psychopathy. The second dimension represents
anxiety, withdrawn, and introverted bzhavior and has béen
labeled at various times as personality problem or neuroticism.
The third dimension involves preogcupation, lack of interest,
sluggishness, laziness, daydreaming, and passivity.

- Smith anﬁ Arkans (1974) refuted the proponents of
regular clas; placement who advocate such nlaﬂement for
severely retarded chlldren. They empha31zed that even if. the

" regular teacher has an 1nd1v1dua11zed classroom, the behavioral
obdectlves he will be forced to set for the moderauely and
seVerely retarded children will be beyond the realm ofthe
teacher's existing abilities and energies. This p01nt was made
in a somewhat different way . by Koppiti (1972) who stated that if

' there was no special class‘placémgpt, many of the youngsters
who now benefit from special class placement would simply drop

out of school.

A study by'heverw1tz (1969), neverthelcss. would give

cause to questicn the validity of Koppitz's assumnptions. °

 Meyerowitz found, .0 his surprige, that Tirst grade subjects "

in a epecial program developed a more negative self-concept

than they would have had they teen left in a regular program.

- . Summaryv of the Peview of Literature Related to Svecial Class
Placement

Whether or not students who show deviant behavior receive
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education in special classrooms could well be'decided‘onypoli-
tical, social, legal, and ideologiczl grounds as opposed to
empirical‘grounds. This point was vividly clear fronm litera-
ture related to the subject. Nevertheless, most of the scien-
tific data generally supported the contention that there were
few, if any, personality differences. engendered by special
class placement. | o
| Iabelling of special class students by other students
and teachefs was found to be a factor; however, the extent
to which this labelling affécte. the special class student is
still a subject for investigation. i

Most of the advocates of special class placement akso
recommended that there be some form of differentiated‘group-
ing according to‘psycholsgical deficiency. Attempts have
been made to devise a system which was said to provide the
foundations for developvment of a functional theory, which
could be used to effectively isolate personality types.

No studies were found which compared the specific types
of junior high school students used in the present‘study
according to special and traditional class placement. This

L f_ﬁauci‘ty of investigations bearing directly on this point of

inquiry increases the need for such research.

Research Related to Reading and Academic Achievement

There has been a broliferation of reading research
during the past decade. Rather than burden the reader with

an enumerat ion of the myriad studies conducted to date, a
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highly selective sampling is presented.

Safer and Allen (1973) found seven factars‘which re-
latés to reading disability; total IQ; auditory attention
span for unrelated wordss percent below reading level at-
time of referral (negative correlation); and history of a
gpeech impediment. The The factors were fepqrfedly inter-~
related to scme degree. For an example, children referred
at an older age had more recorded instances of classroom
misconduct. The sémple consisted of children from agas eight
to 15. The instruments used were the Detroit Test of Learn-
ing Aptitude, the standard word list from Betts (1954), '
listéning compréhension 1éve1 was assessed by an informal
method based on the book by Grady, Klapper, and Gifford (1933),
WISL, Stanford-Binet, and the California Test of Mental
Maturity IQ.

Cotler and Paimer (1970)}examined a group of social,
Psychological and demographic factors generally believed
to be associated with academic achievement. They used

students from grades four through six of a city school

~district. Data was collected u31ng the das1c Skllls Test, B
’Otls-Lennon IQ Test (1967 edltlon). and teacher supplied .

ratings of reading and arithmetic achievement. The Sarason

Test Anxiety Scale for children (TASA) and "The Class Play®

(Lambert and Bower, 1961) were also administered. "qpe 01355

Play" served as both a sociometric measure and self-rating.

IQ, reading, and arithmetic were cdrrelated in the 70's
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which were quite substantial, Intercerrelation data between
echievement scores and IQ were higher for boys than girls,
but scores for both sexes were quite sufficieqt.‘meacherl'
estimates of achievement on a‘simple-seven-point rating scale
accounted for as much variance in the data as the Iowa Test.
_ Intercorrelations between sociometric and self-ratlngs and
achievement data were significant for glrls but not for boys.
The data‘sﬁggest thaﬁ girls who are the mest visible in the
classroom tend to have higher IQs and are higher achievers
as measured by the Iowa Test and teacher ratings. This sex
difference was confirmed‘by Anastasion (1967) although Fink
(1962) had found the opposite relationship using a high school
sample. | |

 Jantz (1974) examined the effects of sex, race, eoeio-
economic status, and intelligence upon reading achievement
test scores‘of sixth grade students. More than 3,000 subjects
were used in the study. Socioeconomlc status was determlned
by the National Opinion Research Center {NORC) occupational
prestige scale (Hodge. 1966), Sex. race, socioeconomic, and
‘”intelllgence dlfferences ‘were found in the level of ‘reading
performance. Female students had higher mean scores than male
students, White pupils had higher average test scores than
nonwhite pupils, Students groupned in the high socioecconomic
category scored higher on an average than students.grouped~
in the low socioeconomic category. High IQ students tended

to score higher as compared to students categorized as upper=
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middle, lower-middle, and lower groups. The mezn gain reed-
ing was .83 for both femzle and male puﬁils as well as the
totsl vopulation.

It aprears that one cannot.reasonably expect a year's
growth in reading for a year in school for all students.

Wunderlich and Bradimueller (1971) reported a compari-
son of teacher estimates of reading levels zas compared to
Individuzl Reading Placement Inventory (IRPI) scores. The
IRIP is particularly appropriate for use in the junior high
schools. The subjects were all sixth‘graders with reading
achievement levels of 5.0 or below as measured by the Iowa
Achievement Test, Science, reading, social studies, lan-
guage arts, and mathematics teachers in a middle school were
to estimate the instructional reading level for each
student i the sixth grade. These 72 students were then given
the IRPT to determine their instructional level. Correlation
coefficients ranged from .34 to .49. Though they were statis-
tically sigrificant, they only accounted for from 12 to 25

percent of the variance. They were therefore considered

Ao? little practlcal use, Further. teachers tended to unde*-

rate those students scoring very hlgh and they generally ‘

overrated those students scoring very low. It, therefore,
seems that teachers are only able to judge accurately the
reading level of subjectswwho do nbtddeviate markedly from
their assigned grade ievel,

It has been hypothesized that a person's ability to
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read gffectively has 3 direc%'bearing on his ability to
maintain an acceptable level of academic achicvemant.

King, Dellande, ané Walter (1969), asing a sample of
Bollege students who were enrolled in a reading improverent
program, observed no significéht increase in their gzrade
pbint averages ac a result of a gain in reading profi-
ciency. It was also suggested by Galvin ahd Annésley.(l9?1)
that learnine problems do not disappear after treatment

of emotional problems uniess the learning problems receive
primary ciassrdém attention, This is a strong statement in
support-of‘the centention that to be reasonably effective,
the Satellite Prougranm must seek to affect change on both the
perscnality variables as well as the schievement variables
simultaneously.

Purther, Glavin, Quay, and Werry (1971) reported'that
when greater emphasis'was placed on aczdemic achievement,
children”s academic gains, as well as their behavior,
improved signifiéantly. These results tend to refute the

view that bad behavior, or conduct nroklems, must be changed

. before academic achievement can be stresged.

Jerrold, Calloway, and Gwaltney (1971) investigated
the discrepancies batween potential and performance. The

Wechler Intelligence Scale for Children (WISC) was used as

a measure of intellectual potential. The Peabody Picture

Vocabulary Test (PPVT) and the Ammons Quicik Test (QT) were
alse usedy the -Gray Oral Reading Test (GORT) and Spoche's '
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Diagnostic Reading Secale (DRS). It was concluded based on
data from studonts in grades one through ten, that greaf
caution should be éxercised in accepting tesﬁ scores from
either the PFVT or the QT as a full mezsure of a child's
intellectual potential. The PPVT and the QT scores were
significantly related to the WISC Verbal, Performance, and
Full Scale for total sample. Discrepancies between the PPVT
and the WISC were not as wide‘as the discrepancies between
the QT and the WSIC. |

Concerning the classification system for determiﬁing
nonpdisébility, disability, and seriously disabled, consid-
erable agreement was found related to the seriously disabled.
However, when using the DRS and WISC scores, three iimes
as many stubjects were placed in the disabled category as

when *%~ IRI and WISC scores were used. Again, it is highly

- questionable, based nn‘these findings, whether it is wise

to rigidly adhere to the practice of requiring children to
read up to the grade level commensurate with their potentiai.

Smith (1971) ccnducted a study to investigate the

-diagnostic utility of the sensory channels (auditcry and

v1sual) of the Illln01s Test of Psycholinguistic Ablllty
(ITPA), Data was gathered in the Cooperative Reading Project
(CRP) of the Institutute on Mental Retardation and Intellec-
tual Developmeﬁt. George Peabody College. The program featured
the Initial Teaching Alphabet (ITA)} and Words in Color (WIC).

Smith reported that no significant reading differencés were
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" found between visual/zuditory and control groups.

Linn, and Ryan (1968) in another study found the Multi-
Sensory=-Motor Hethod to be a‘superior teaching technique as

compared to the iraditional methéd of instruction. Third grade

‘students were found to attain more in reading as well as

spelling., Contrary to these findings: Buckland and Balow
(1973) using first-grade subjecfs found no significant effect
from Frostig's Visual Perceptual Training Mzterials. Treat-
ment consisted of using a workbook derived from the Frostig
Program for the Development of Visual Perception. The control
group waé not exposed to the visual material but shared in
verbal discussions with the teacher via headsets connected
_to:a tape recorder and to a common listening bcard. It was
noted, based on individual student gains, that the visual
percebtion‘worksheets might be better used for selected
individual students rather than for groups of pupils who
are simply low in.reading readiness. |

Gamsky, and Lloyd (1971) howéver. found the Frostig
Developmental Test of visuallPerception (DTVP) to be

-ugeful in predicting children who will have difficulties_

' in reading. Also, it was concluied that data from a kinder-~

gérten class indicates that the Frostig VPIP benefits
children by improving their visual perceptual ability. These
results indicate that the queétions surrounding IQ and cer-
tain demographic factors as they relate to visual percep-

tion and reading need to be examined further.
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| Suliiva'n (1972) reported that a group of fourth
through twelth-grade students who received perceptual- -
motor exercises for a half hour daily did not Eain in
reading appreciably more than a control group that did not
receive the treatment. The training was supervised by an
optometrist who had considerable clinical experience in this
area. Three types of exercises were used, chslk board,
ocular pursuit, and sensory-motor; The ohalk ooard exercise
was aimed at helping to break restricted finger and hand
movement which results in small lizht strokes. The ocular
purs{zit training attempted to improve control of eye move-
ment and body control. Semsory-motor training included exer-
cises in balance, laterality, and dLrectlonallty.

Programs designed to enhance academic achlevement. There

is a growing use of paraprofessionals in the classroom. Their
functions are no longer limited to‘cierk or:aide types of
duties (Fillmer, 1973). Fillmer contends that paraprofessionals
can solve problems in the classroor: that'toachers aré unzble

to devote time to. To achieve maximum operﬁtional éfficiency

in the classroom. paraprofess1onals should be taught to per-
'form profess10nally and competently as co-workers with pro-

 fessional teachers/managers. Ponch (1972) reported that

paraprofessionals were used successfully to teach reading.
Dreyer (1973) was involved with a Title I pilot proj-
ect which used older children to tutor youhgsrmchildren.

A tutor worked with a child for fifteen minutes daily. A
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syster wes devised to help the teacher supervise the tutors.
The tutors' assignments, flash cards, tag board, felt pen,
word lisis, games, worksheets, an& other toocls were placed

in a box, This made it easy for the tutor to.pick up his

box and go directly to the work area. A check list was ased
by the teacher to determine the necéssary'items that ghould
be included. Tutors' tasks included: oral reading. flash card
drill, practice relating‘lettér name to forﬁ, practice writ-
ing letters as named (tracing, copying or recalling), and
helping.chiidren to cut pictures out of catalogs and place
then uncer cdrrect beginning sounds. Other tasks included
echoic reading, auditory discrimination‘practice. assisting
children with practice exercises or worksheets in phonics,
using text or word configuration, making fiash cards of words
pupils miss in oral reading, and assisting children with
commercial or teachér-made games or technigues in any word
recognition skills. Significantly gfeater gains in measﬁred
reading skills were noted in tutors and pupil program par-

tieipants than in their peers at the same level of‘develop-

-ment. On a simple subject measure of tutor and pupil atti- -

tudes and self-concepts as reported by their teachers, improve-
ment on post- over pretest was considerable,

Shaver and Nuhn (1971) also concluded, based on a study
which included subjects from the seventh to tenth-grade, that
tutoring has a positive impact and that tutoring can take

Place effectively in more economical arrangements than a
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one-to-one student-tutor ratio.

Sansbury (1973) outlined a seven-step technigue for
teaching the use of the'dictionarj as a word attack ckill.
The program is designed to help the reading teacher analyze
the'steps necessary foi teaching children how to use a dic-
tionary. Desired skills and attitudes aré«suggasted for each
step which includes.aAknowledge of sequences.oi letters in |
the alphabet; differentiation of words with different firsi
letters; recognition of words with the same first letters:
some words from the list used ih steps 2, 3, aad L4; expla-~
nation of the purposs and pdéition of guidewords in a
dictionary page in terms‘of the use of the phonetically
spelled words and diaéritical markingss also, explain in
terms of the multiple meanings of words. Unfortunately,
the author offered no evidence to varify the effectiveness
of his proposed program.

Fielder (1974) reported a full year's growth in both
word recognition and‘comprehension as a result of.an
individualized reading program. The program was established
to provide a flexible base upon which to build creatively .
with the optimum growth of each student.

Morrell (1969) cited instruction in the use of the
library.as being instrumental in bringing about improved
academic achievement. Data revealed that 95 percent of the

participants in the program increased their reading levels.
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There‘are many unanewereé guestions, however, rega:ding
the emplrlcal nature of the facts 1"eportecl.

‘Pendrak (197h‘ described an investigation centered on
gsecondary reading laboratories. Speclfical;y, he studied
a lab where performance contracting was used as motivation.
IRI was used to assess the students' gfeatest weaknesses.
Students were then given a cootfact7based on'the diagnosis
and it was emphasized that the stdoents would be‘thevones
who would be responsible for making them work. They gave
manila folders to each student which contained their indivi-
dual assignments. The instructor kept a duplicate folder
tec record diagnosis and remediation. Though no statistical
analysis was macde during tiy study, most students appeared
to have benefitted from’the program,

Glagzer and Santore‘(1968)\compared alternative reading
programs; Control Reading, the Shadowscope, the Rateometer,
and timed reading. Subjects were 159 ninth-grade students
whe scored at the fiftieth percentile or higher'on the Iowa
Silent Reading Test. It was concluded that, if one considers
permanence of galn a paramount con31deratlon, the Controlled
wReadlng (gulded slot) was the superlor method employed. It :
was further stated that improvements in rate and comprehen-
gion cannot be used exclusively as a measure of reading
improvement. |

Further, the shift difference in the three training tech-

niques employed lay not in their ability to accelerate rate

cs
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but the extent to which they modify performance skills,
It is especially significant that Winett, Richard, and
Krasner (1971) reporied that even fourth-graders-are-capable
of realizing gains in reading using a self-managed reading
program. In this particular program, tokens were‘used>as

. motivation. - |

Eberwein (1972) reported on a redding program that

used flexible grouping (FGP) based upon level of feading
achievement, instructional need, social and psychological

' néeds. and cbnsiderétions about group size., A three-group
achievement plan (TGAP) organized children based on read-
ing achievement zlone. Pupils needs were diagnosed through
the use of the Gates-MacGinitie Reading‘Tests; an informal
reading inventofy, and anecdotal records of each pupil's‘
performance. Five weeks after instruction began, identi~
fication of significantly ignored pupils was made through
the use of the Long-Jones Sociometric Test. Eupil attitude
towards reading was measured by a Reading Class Attitude
Inventery (RCAI). It was cohcluded that one method of grouping
did not produce superiof results over the other in terms

| of achievement, D

Otto (1961) cites a training program which was success;

ful in training students in the fourth- and sixth-grades
to vary'reading speed relative to three purposes; reaaing
for the main idea, reading for specific facts, énd reading

for sequence. Older children did not conform to the desired

- 87
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reading practices as readily as younger children.

Finaliy it appears, based on’ findings by McDon_ld
and Nache (1969); Balow (1971): an Viox (1968) that reading
saturation programs can be effective in bringing about
improvéd reading. Such programs have been cited as being

useful in elementary, junior high, and secondary levels.

Summaxy
Several reports were fcund that tend to indicate a

gcowing reliance on paraprofeszzicnals to assume many of

the classroom functions previously performed by the teacher.

Emphasis was on training paraprofessionals as tutors to deal

‘With specific learning problems of childreen, especially in

areas such as reading and mathematics. Aides who are capable
of filling a professional role in the classroom facilitates
a maximum utilization of the teacher's expertisé as he is
able to supervise many tutecrs at once. _

When properly supervised, students were also found to

be able tutors. The practice of youth—tutoring4youth seems

to benefit the tutor as well as the pupil.

Many soc1al-psycholog1cal variables were found to
correlate with academic achievement. Among those were race,

sex, socioceconomic status, and obviously IQ. Self-concept

and other personality differences were also found to be

important factors in school success. A complex syndrome of

variables appears to be emerging which determines. whether-a
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youngster succeeds in school or is labelled an "underachiever,"
Perhaps one of the mogt importaht reveiations is that there
is a growing sentiment for a cessation of the current prac-
tice of requiring students to achieve "on grade level.”
Several researchers have asserted that it is unrealistic to
- expect youngsters to gain one yezr in reading for each year
oi schooling. This is based on the findings that there are
extremely diverse personalitiy requiréments. and the questicna-
ble content validity and reliability of various placement |
tests. These problems make it virtually impossible to accurately
determine individual expectations from year to yea=.

Conflicting findings were reported in regard o the
usefulness of multi-sensory teachi:g méthodé. While Froétig's
Visual Perceptual Trainihg,MateriQE'w;fe found in-one instance
to produce superior results over a non-visual methed, there
| were alsd findings which indicated no important differences.
‘The conflict will undoubtedly be resolved through future
investigations. However, for the time teing, it seems safe’
to operate on the assumption that tie Frostig materials are
~certainly not detfimental to student academic ﬁrogress.

Other studies dealing with percepiual-motor exercises
have also yielded conflicting results. As a bridge is constructed
" between sapsory-motor‘theory and practice, these inconsist-

* encles are expected too, to be resolved.
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CHAPTER III
RESEARCH DESIGN

The purpose of this chapter is to deseribe: (a) the
sﬁbjects who comprise the sample; (b) the materials used;
(c) the procedures followed; (d) and the: statist1ca1 tachnique-

employed in an analysis of the data.

Subjects
The subjects consisted of 43 (19 experimental and 24

control) Junior high school students who displayed the symp-
tans of.social adjustment“problems. Emphasis was placed on
ldentifying students with the following personality traits:
(a) disruptive and/br‘severely acting-out behavior, (b) uncon-
trollable fighting and aggressiveness, (c) inability to relate
to peers, (d) hehavior dangerous to others or self, (e) and
severe personality difficulties leading to learning deficien-
ciles. The participating schools were situated in a predominately
white, middle-class area of a major northeastern metropoll
In add:tlon to the local residents, the schools alsc served
.studeats who were bused in from several low income areas of
the city.-
The ethhic composition of the group included 19 Black
students, 16 white students, and 8 Puario Rican students., The
disiribution of the group according to ethnicity and sex ig

presented in table 1. The subjects ranged in age from 13 %o 16,
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Table 1

Number of Subjects According to Ethnicity,

Sex, and Group

. Ethnicity
Group : :
Black White ‘ Puerto Rican

Experimental

Eoys 6 6 2

Girls 3 0 0
Control

Boys 7 7 3

Girle | 3 3 2

N

43

71
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Tricwgh the students were not screened on‘the'basis df‘
any socloeconomic criterion, nevertheless, the sampling
process was most likely predisposed teowards the selection
of students from homes which were relatively hombgeneous on
the socioeconomic c¢oantinuum,
Sexton (1964) has asserted that, of.students who experi-
ence some difficulty in adjusting to school, the proportions
are overwhelmingly in favor of the low-income child having
school assnciated deficiencies. This systematic bias, therefofe.
would be expected to establish a proclivity towards the selection

of low-socioeconomic students in the sample groups.

Materials

The materials used in this study were the Piers-Harris
Children's Self concept Scale (CSCS), the Tennessee Self Concept
Scale (TSCS), the Metropolitan Achievement Test (MAT), student
personal files, anécdotal records, and pupil daily attendance
records.

The Piers-Harris Children's Self Concept Scale (CSCS). This

is an 80 itemltest with questions that children must answer

"yes" or "no." The items are declarative sentences with ﬁalf of
them worded to indicate a negative self-concept. In addition to a
Global score, CSCS Yields six faetor scores, Behavior, Intellec-
tual and School Staius, Physical Appearance and Attributes,
Anxiety, Popularity, and Happiness and Satisfaction.

Bentler (1972), in The Seventh Mentzl lMeasurements Year-

12
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. book, reported that the scale was standardized on 1,183 |
children in grades 4-12 of one Pennesylvania school district,.
The internal consistency of the scale rénges from .79 to
«93, and retest reliability‘from «71 to ,77. Correla‘es
with similar instruments are reported as being in the mid-sixties.
Teacher=-peer validity coefficients are oh.thg order of .40,
Bentler concluded that CSCS possesses sufficient reliability
and validity to be uéed in the present study. Since the
scores on the scale tend to increase siightly with retesting,
a control group was recommended. A coqtrol group was used in
the present study, therefore, any error variance due to
retesting was controlled. |

The ultimate test of‘a self-concept instrumént's construct -

validity is itz ©bility to measure what it was specifically |
designed to measure. Thia is often no easy matter to confirm
since the various dimensionz of thée self are‘inferred variables
which must be studied by i’néirect methods, There have been
many studies which seem to confirm a dezcree of GSCS con-
current validity througﬁ its satisfactory juxtaposition <o
scales which presume to measure other personality traits

(i. e., SRA Junior inventory and ipsitt Children's §s1lf-concept
Scale).

Cox (1966), using students in a special education pro-

gram, compared scores 9.1 the CSCS to scores on Lipsitt's chil-
‘dren%;Self-Concept Scale. I'2 found a correlation of .68 for

junior high school age students. Cox also found that CSCS

~]
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#2ores ef children in grades six to nine had a - ;6&
correla ion with Big Problems checked on the SRA Junior Inven=
tory. This means that there was some ccnfirmation of the funda-~

mental assumptions en which CSCS and similar ipstruments are

based.

A study conducted by the Center for. the Study of Educa-
tlon and Research for Better -Schools (CSE-RBS, 1972) found
that among other instruments in the same generic category of
"self-esteem. and self-adjustment," CSCS, while not meeting
all of the desirable criteria, was superior to the other instru-

ments tested.

In summary, it is not surpfising that CSCS scores and
teacher ratings werz found to be somewhat low (on the‘order
of .40). Cookson (1973) concluded, from a study, the following:

If, for instance, one wants to find out which
pupils are reliable and conscientious at their
work, it seems reasonable to suppose that the
children's teachers rather than the children
themselves will give the more accuraie p’cture.
On the other hand, it would appear that %eachers
tend to be unaware of certain aspects #f the
personality of children--which guestionnaires

may reveal--as they do not manifest themselves in
the classroom situation. (p. 36)

As far as construct validity and reliability are con-

cerned, the CSCS exhibits sufficient stability to be used in

the present study.

The Tennessee Self-Concept Scale (TSCS). This instrument

will be used to develop profiles of Satellite teachers. A

detailed description of the instrument is given above.

-3
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Reliability data are reported for all the‘scales of the

TSCS. Reliability coefficients range from .61 to »92. The
Total P reliability boefficient is an extremely high .92, Total
Conflict .74, Self-Criticism .75, and True/False.Ratio .S82.
Other evidence of reliability is found in the remarkable
similarity of profile patterns founﬁ through repeated measures
of the same individuals over long periods of time (Fitts. 1965).

 Content validity was assured by having a group of seven
clinical psychologists agree on the 90 original items of the
scale é; to meaning and classification according to 2 3 x 5
scheme. Other validity evidence reported is its ability to
discriminate between groups and its relatively high correlation
with similar instruments. |

The Metropolitan Achievement Test (MAT). The MAT in

reading is widely used in the New‘York City Public Schools.

It is a survey inétrument Yielding two scores in reading‘ability
and word knowledge, and has proven to be an exfremely reliable
scientific tool. Reliability fer each subtest on the portion
relating to reading is adequate (.79 to .96), and measures

of vaiidity have been obtained through.careful stﬁdy of
curricula, judgement of experts, and repeated experimentation.

Guidance records, attendance data, and facilities. The

treatment program took place in four public junior high schools.
Rooms with special instructional equipment were made availa-

ble for exclusive use by the Satellite classes. Members of the

-
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conirol group attended traditionsl classes in those same

four schools,

Traditlonal and Satellite programs. The Satellite Program

was developed to deal w1th the grOW1ng broblem of aggressive=-
disruptlve behaV1or in the classroom. Students who me' ‘the
specific criteria were placed in special‘c135ses;'where they
were to remain for one semester (approximately S‘mohths) after
‘which. they were to be returned to their regular classes;
Psychoeducatlonal assessments almed at identifying learnlng
disabllltles and causes of disruptive behavior were to be made.
Prescriptive programs for individual students were to be
‘wbrked out on the basis of these findings. During the treaté
ment period, students were expected to makejsignificant
academic gains as well as to develop patterns of behavior
more in keeping with classroom norms.

Tezschers were ass1gned approxlmately 15 students each.
All of the teachers were regularly licensed junior high school
teachers who attended severél orientation sessions before
taking part in the program, The coordinator of'the Satellite
Program was a former gﬁidance counselor who possessed expertise
.in learning disabilities.‘He was instrumental injassisting the
teachers in diagnosing reading disabilities znd developing
a prescriptive program. He vigited each of the Satellite
classrooms on a weekly basis.

Though there were other differences in teaching method-
ology, the fundamental difference between the Satellite

76



72

Prowram an the traditional‘procram was the limited oooortu-‘
nity in the satellite for students to interact SOozallJ w*th

- a wide range cf students. Satellite studenus wera confined

' to a self-conktained classroom for the major poftion of the
school day while cantrol group suvjects followed a 100%
deparﬁmentalized class schedule, This cfiered them more oppor~
tunity to interact with othef students and many iypes of
teachers.

Each of thne four catelllte classes manifested a unigue
overall atmosphere, though, there were many elements that
they all shared. The fur rniture was 1nformally arranged and
a relaxed atmosphere was rrevalent in the Satelllte ClaSSED
in contrast to the more formal atmosphere of the tradis tional
classreoms. Control group subjects who attended the reading
laboratory, nowever, were exposed to a room that was arranged
to acccmmodate small group activities simultaneously. The read-
ing facilities were also available to the Satellite students.

Ihstructlon in the traditional program was conducted
mainly through the lecture-zeedback methodology. The introdmnc-
tion of current instructional material was left mostly to
_fhe imagination and initiative of individual teachers. The
Satelllte teachers were encouraged to introduce. multi~-media
and multi-sensory materlals at. the aporoprlate point in thelr
presentations. A limited amount of special funds were made
available for the purchase of such materials.

' Reading remediation was emphasized by the Satellite

~2
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Program. A paréprofessional was‘assigned to three of the four
cliasses which enabled students to receive individualized
instruction in areas where they may have been experiencing
difficulties.

Some of the students in the Satellite Program took
part in a youth-tutoring-youth program in.COﬁjunction'with
local elementary schools, This phase of the prcgram, however,

did not appear to have been widely implemented.

Procedures

The members of the Satellite Program were tb be
selected by a screening committee of the local School Board.
Phis selection mechanism was not in evidence, however, during
the year of this evaluation. Most students appeafed to have
been assigned to the program based on recommendations of |
a committee at the school level which included guidance
counselors, administrators, and teachers. In ‘»r to achieve
parity between the éxperimental and control group. , an identical
selection procedure was established for thé selection df the
control group. All of the members had to agree on the selection

- of 2ach member that took part in the study.

Initially.-;ééh'Satellite student was to have a psycho-
edudational profile made by the learning disabilities clinic
at a lecal hospital. Individual problems were to be identified
and prescriptions recommended. This part of the program had
been discontinued and the hospital disabilities clinic staff

only served in an advisory capacity.
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It seemed that a number of the components of the
Satellite Program were discontinued as a result of a cut
in the state funding. A subsequent meeting with the Director
of Funded Programs confirmed this suspicion. |

Permission tc conduct the research was granted by the
Board of Education during the month of August. Unfortunately,
there was a delay in implementing the Satellite Program
because of the problem with the state funding. This matter
was‘resolved late in October and students were assigned to the
program. After the control group had beén selected, letters
were mailed to 2l of the parents of students who were

to take part in the study seeking Permission to include

‘théir child in the research project. This was necessary as it

waé Board of Education policy to require such consent. This
stipulation in conjunction with exceséive truancy was the
cause 8f many students hot being represented in the study.
About 60% of the rarents responded to the affirmative. Of these,
however, many of the students did not complete thé program |
for one reason or another. |

The researcher and his assistants met several times
with administrators .at both the district.and school level
to explain the proposed research and to sélicit their support
and professionél expertise. The meetings proved very productive
in that most of the administrators involved came to view the
research effort as a positive endeavor. The satellite teachers

were also very helpful and generally eager to cooperate. It
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was, therefore, relatively easy to establish an atmosphere
of mutural trust and respect which was essential to the success
of the data collection phase of the pr03ect. _

Several visits were made to the Satellite and *raditional
classrooms 10 . ensure thet they were foilowing the type of
programs as envisioned by the researcher.

Pretests which had been scheduled for October were flnally
admlnlstered in January. Students were not returﬁed to thwir
regular classes from the Satellite classes since‘the program
was so late getting started. No students were included in the
study who were not present for all of the pre- and ppsttests;
During late May, posttests were administered. During the testing
sessions, the researcher and his assistants attempted to main-
tain equal amounts of contact with each group to control for
any possible "hale" effect.

Three of the Satellite teachers were administered the
TSC3 in early June. The fourth teacher declined to participate
in the study of the teachers' psychological profiles even though

aonfidentiality was assured,

- Statistical Analvsis

Descriptive statistics, means and standard .deviations,
were compﬁted for the two groups on all of the criterion varia-
bles. Single classification analysis of variance was computed
for differences between means. Where there were significant =

mean differences on the pretests, analysis of covariance was

8
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~ used with pretesf‘scores'being dsed as covariants. All
computations were made using the 2040G IBM computer and
related equipment.

Analysis of attendance data was made using chi-square
nonparametric statistic. The t test was used to analyze
differences between the Satellite groups on the criterion
variables, reading and self-concept.

The ,05 1evel of significance was chosen as the critical :

point at which the null hypothesés would be rejected.
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CHAPTER IV
Analysis of the Results of the Investigation

The present study was concerned with the effects‘df

‘ciass placement on the self-concept development and read- |

ing achievement of behavior adjustment problem adoleSGents.‘

Specific analysis of the datz was aimed at answering the

‘following queétions:

1. Does special class placement for school adjusthent‘
problem students significantly promote reading‘aéhiéveﬁent
and engance selﬁ—concept as éompared .0 placement in.a
“raditional program?" |

2. Does specizl class placement for school adjustment
problem students significantly promote,improved‘attendance
as compared‘to placement in a traditional program?

3. Does the self-concepf and psychological tempera-
ment ¢f the teacher play an important role in self-concept
'develppﬁent in troubled adolescents ehrolled in a self~-
contained program?

4, Is there a relationship between the sslf-concept

* scores of Satellite students and the self-cohcept prefiles

of their teachers?

52
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A_Comvarison of the Piers-Harris Glebal and Factor Scores

Revorted by the Experimental and Contrsl Groups

Global scores. Pre~ and posttests scores on Global

Self-Concept yielded no significant mean differences. Both
experimental and control groups scored within the normal
range as compared to the normative sample (see Tables 2, 3

and &), Both groups gained slightly on the posttest which

Table 2
Pretest ieans and Standard Deviations for

CSCS Global and Factor Scores

Experimental Control
(N = 19) (N = 24)
Factor Means SD Means SD
Behavier (I) 11,89 3.19 13.83 1.99
Intellectaal and | '
School Status (II) 10.94 2.18 11, 54 3.96
Physical Appear- |
ance (III) 7.05 2,16 737 2.98
Anxiety (IV) 6.74 2,33 7,79 2,69
Popularity (v) 7.89 2,17 8479 - 1.55
Happiness and Satis-
faction (VI) 6.78 2,76 6.70 1.76




- Table 3

Posttest Means and Standard Deviations for

%3 Global and Factor Scores

Experimental | Ccnﬁrql
Factor , (N =19) o (¥ = 2k)
Means SD - - Means ‘SD
Global 55,16 92.79 " 58.54 12.69
Behavior (I) 12,32 J.43 15,08 2.34
Intellectual and |
_School Status (1) 11.32 2.87 12.13 3.79
Physical Appear- ' -
-ance (III) 8.16 2,87 7.29 = 3.30°
Anxiety (IV) . 7.89 2.38 | 8,13 2.47
Popularity (V) . 9.21 2.58 8.88  2.65
Happiness and Satis- | '
faction (VI) 753 1.19 6.75 2,20
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| . Table's |
Summary of Analysis of Variance of CSCS

Global Postiest Scores

Sou—ze DF 58S MS F

Fetween 1 121.37 121,37

Within 5} 5684, 56 138,54 -875
Total 42 5805.93

¥ nonsignificant at the ,05 level

-,

was characteristic of pre- and posttest scores cn tne CSCS.
The author indicated that the scores tend to increase slight-
ly with retesting.

Pactor I (Behavior). There was a 3i ’nlflcanu difference

observed cn the pretest in regard Yo the 3enaV1or factor,
Experimental group (Satzllite) subtjects saw themselves as
having poorer conduct as compared to control‘groug subjects.
The @ifference was F (1, 42) = 7.12, p < .01. Subsequent
analysis of covariance with pretest scoreb belng used as
covariants revealed tha% the control g*ouc gcored higher
than Satellite students even with this reduced sums of
squares method. The difference was ¥ (1, 41} = 7.00, p < .03

(for p < .01, F == 7.13). The dispa~ity was, thersfore, near

the 99 percent confidence level (cee Table 5),
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Summary of Analysis of Covariance of CSCS

Factor I Scores

Source DF SS MS F
Between 1 52.00 52,00
Within &1 311.89 7.3 7.00%
Totzl 42 - 363,89

7yt

*P significant at the < .95 Isvel.

The null hypothesis was stzted t-at there would be no
cignificant difference between tha Factor I self-concept
scores of Satellite students in comparigon with control
students. The null hypotheSis was Tejected:

There were no significzant differe~ces noted on any
of the remaninig five factor scores of the CSCS; Intellzctual
and School Status, Physical Appearance, Anxizty, Popularity,
- Happiness ana Gatisfaction (results are presented in Tables
6 through 10). The null hypotheses were stats3 thaut there
would be no significant difference between %l.a CSCS farter
scores of Satel:-: 2 students as compared to control group

students, The null hypotheses in regard to CSCS Factors IX



Table 6
Sumnary of Analysis of Variance of CSCS

Factor 11 Scores

Source DF SS us F
Between 1l 6.59 6.95"
With®n b1 496.73 12,12 *37

Tatal L2 503.67

F nonsiznificant at the .05 level

Lvele 7
Summary of Analysis of Variance of £3CS

Factor III Scores

Source DF SS Ms F

Between 1 ' 7.95 . 7.95 ‘

“Within 1 417,48 10.18 .61
motal 52 25 44

F nonsignificant at the .05 level
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Table 8
'Summary of Analysis of Variance of CSCS

83

P Factox IV Scores
Source DP SS _ MS ¥
Between 1 0,56 - 0.56 ,
f .09
Within Ly 254,41 6.20
Table 42 - 254,97
F nonsignificant at .05 level.
.Tabie 9
Summary of Analysis of Variance ‘of £SCH
Factor V Scores )
Source DF SS MS- E
. Between 1 1.19 1.19
.16
Within 41 295,78 7.21
Total 42 296.97

z_nonsignificant at the .05 level.

33




84

Table 10

Summary of Analysis cf vVarizance of CSCS

Pactor VI Scores

Source DF. SS s £
Between 3 $¢39 ‘ 6.39
Within By 143.23 1,49 1.82
Total B2 149.62

F nonsignificant at the .05 level,

0
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through Vi were accepted,

Analysis of Readingz Scores

| On the pretest, bocth groups were found to be‘reading
well below grade level based on national norms. Posttest
results revealed that both groups made enormous s.rides in
reading as measured by the MAT Intermediate Form F (see
Tables 11 and 12). There were no sigrnificant differences,
hewever, between Satéllite reading scores and those of the
controls., The null hypothesis was stated that there would
be no significant difference between Satellite reading scores
in comparison with control group reading scores. The null
hypothesis was‘accepted. Summary of analysis of variance

for reading is presented in Table 13,

Analysis of Attendance

For the total sampie (N = 151).the fregquency of
absenteeism rangeé irom 0 tc 29 with a median of'absents‘
being rezorded at 15. Subjects with 15 or more absents were,
therefore, talliied in the high-absenteeism cells of the chi-
square paradigm. Those absent less than 15 times during the
treatment period {5 months) were tallied in the 1ow—absenteeism
cells of the chiasqhare paradigm. The 2 x 2 chi-square analy-
sis was four.i "o be nonsignificant at the .05 level {{%= .30,

see Table i),

Analysis of Satel ite Teachers' Personality Profiles From the

Tennessee Self Concept Scale (7sC3)

o . » 90
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Table 11
Pretest Means, Standard Deviations, and

Grade Equivalencies for MAT Reading Scores

Standard Crade

Group | Mean Deviation Equivalency
Setellite 36,84 . 1499 4.3
(N = 19)
Controls L3,70 14.39 4,9
(N = 24)
Table 12
Posttest Means, Standard Deviationé. and
Grade Equivalencies for MAT Reading Scores
- | Standard Grade
Group Mean Deviation Equivalency
Satellite 56. 5? 14,82 5 «8
(N = 19)
Controls 53.45 12,92 5.6
(N=124) :
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Table 13

Summary of Analysis of Variance cf -
MAT Posttest Scores*

Source DF SS MS F
“Fetween 1 - 103,18 19%.18 ‘
.52
Within 41 8134.68 179,62
Total L2 8287.87

-
=

F nonsignificant at .05 level.

*Note, Based on MAT raw scores,

=
[N
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Table 1%

Chi-Square Analysis cf Attendance

for Satellite and Controls

High Low
Absentess Absentees
8 11
11 f 13

X* = .30 nonsignificant at the .05 level,

93

a8

Satellite
{N = 19)

gonitrcls

(N = 24)
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Three of the four Satellite teachers agreed to take

part in the study by completing self-concept guestionnaires.

A TSCS Profile of the subjects is presented in Pigure 1.

The first subject is designated Ms. C. Ms. C was a warm
easygoing person who was most eager to ccoperate with the
researcners. She was 45 years old at the t.me of the study.
Though she had taught for many years, this was her first
experience teaching school adjustment problem students in a
special self-contained program. Ms. C reported a Total Possi-
tive selfACOnceéf score of 396 which was quite high at the
95th percentile mark., The Row 1 (what I am), Row 2 (how I
feel about what I am), and Row 3 (what I do) scores all fell
within the normal range. The Column scores were also well
within the normal ransge, however, the Column &, Physical Self
Score was well below the other Column Scores, Moral-Ethical
Self, and Personal Self., The True-False Ratio (T/F) score
was deviantly high indicating a weakened‘ego and a tendency
to be easily.influenced by others. The T/F Score is highly
correlatéd with the Net Confliet Score which wasg a high nor-
mal, The low Physical Self score was apparently bfought en

by Ms. M‘s dissatisfaction with her obesity.

- (D) score was high indicating that the subjec. was definite

and certain in what she said about herseif.
On the Empirical Scales, the Defensive-PcsitiVe Scale

(DP) score was on the borderline between normal and dev1ant.

A dev1antly high DP score indicates +*iat the subject's Total

9.1
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Positive score could be inflated due io defensiveness in self-
reporting, The remaining Empirical Scales were within the nor-
mal limits éxcept for the Psychosis (PSY} Scale which was wall
bélow normal. This indicates that Ms., C had few of the attri-
butes of a Psychotic patient in self-repor*inz. See Tabdlzs 15
and 15 for a summary of TSCS scores.

¥r. R was 34 years old, He secemed extremely empatﬁetic
towards his studants and showed a great deal of interesi in
the outcome of the research project. His Total Positive score
was aveve tae 95th percentile, T/F, Conflict, Rew, and Column
scores ware consistani with desired stahdards. VariabLility
scores wé?é very low indicating a2 remarkable consisiesncy of
resorting among the various dimensions of ths self, The
Defensive-Positive (DP) score was devian®t indicating that the
high Positive scores might be somewhat-inflated due +to defen-

.

siveness on the part of Mr., R's self-wreporiing., The Number

y

3ingla best iadizator of

7

ef Deviant Signs (NDS), which is the
maladjustment, was a low normal at the 50th percentile,
The third Satellite teacher, Mr. ¥, waz 30 years old,

He was a very unassuming man who showed tiresless devotion to

. his students. He scored highest or the three teachers on the
Total Positive Scale with a score of 415 at the 99th percen-
tile, However; his deviantly nigh Distribution Scecre and
Defensive-Positive Score indicated that the high Positive scores
were very much a function of defensiveness in repqpting. It

would seam that the Personal Self Score at the 99.9th percen-

05
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Table 15

Scores of Satellite Teachers and

Norms on TSCSA

94

92

Scops Teacher 7SCS
Ms. C Mr. M Mr. R Norms
Self-Criticism 34 2§ %0 35.54
T/F l.44 1,04 1.07 1.03,
Net Conflict L 8 6 ~4,91
Total Cnflict 24 14 26 30.19
Total Positive 396 416 b6 345,57
" Row 1 139 140 135 127,10
Row 2 132 139 - 140 103.67
Row 3 izs 137 131 115,01
Col. A. 70 79 84 71.78
Cel, E. 85 85 - - 8L “70.33
col. C. 81 85 78 64,55
Col. D. 86 80 85 70,83
Col. E. .3 83 78 68,14
Total Variability L2 L2 23 48,53
Col, Total Vv 23 24 16 - 29,03
Row Total V 19 18 12 19.60
D 154 174 155 120, 44
5 31 4o 31 18,11
L 22 9 21 24,36
3 8 4 6 18.03
2 8 9 12 18.85
1 31 38 30 20.63
DP 72 82 76 54,40
GM 99 115 104 98. 80
PsY 24 40 4y 46,10 °
PD 94 94 79 76.39
N ol 101 103 84.31



' Table 16
Scores of Satellite Teachers and

Nerms on PSCS

Score Teacher TECS
Ms. C Mr, N . Hr, R Norms
NDBS _ 9 19 4 L, 37
PI _ 10 7 9 10,L2

*This dictribution was so skewed on the nerm group that
tile median was used for thr profile sneet as opposed ¢ fthe

Jean,
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tile. The Number of Deviani Signs (NDS) score was above
average. This me2ans that Mr. M tended to manifest symptoms
of perscnality dysfunction in seif-reporting; Nevertheless,
all of Mr. M's Enpirical Saﬂye scores, designed to isolate
subjects according to specific maladjustments, were very

low., In view of a relativély large Number of Deviant Signs

- and high D and DP scores, these scales could be assessed

to be spuriocusly iow. The General Maladjustment Scale score;
egpecially, is suspect of being deceptive;y low.’ |

After the effects of treatment, Mr. M's students::
(N = 7) scored siznificantly higher on self-concept and
reading as cbmpared to the other Satellite students (t =
3.22, < .01 and t = 2.30 p < .05 respectively). Because
of the small size of the sample (N'= 19), the three remaining
classes were combined as one group (N = 12) to make the com-
parison with Mr. M's group. Standard deviation scores showed
that Mr. M’s grcup was quite homogeneous on both the self-
concepf and reading variables.

CSCS Global scores of Mr. M's group increased on an

average of 12.86 points while the other Satellite classes

combined reported a mean lost in Global self-concept of

l.5 points (sge Tables 17 and 18). Based on these findings,
thevfourthﬁﬁiiﬁhypothesis of; there will be no significant
relatidnship between the self-concept scores of Satelliie
students and fheir teachers' personality profiles is
reluctantly rejected. |

The fourth teacher, Mr. B, declined to participate in

100
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' : Table 17
Self-Concept*Means, tandard Deviations and t~-Test

for Mr, li's and Other Sateilite Groups

Group N

Means . SD : s +
Mrc. Tv ! S 7 » 62. 71 . 40["6
Group
- 3,22%%
Other Satellite
Groups 12 49,91 9.35

*CSCS Glebal score
**Significant beyond the .0l level

Table 18
MAT Means, Standard Deviations, and t-Test

Mr., M's and Other Satellite Groups

Group N Means SD R
'Mrc M' s
\ | 2.30%
Other satellite
- Groups 12 - 51 15,21

*Significant beyond the .05 level,

o | 101
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the study by completing a self-concept questionnaire., Mr, B
appéared to be in his early forties, was of steady tempera-
ment and rpanifested a very stern, near rigid, disposition,
He exuded a kxind of coniempt for researchers as he expressad
that he felt that researchers viewed his students as freaks.
He was a strict discip;inarian and his class was by far

the most controlled of the Satellite clésses. A school aide
ohce said that his students would never dare to misbehave
even when they are not in his presence, 'A‘

Mr. B was careful to comply with the Board of Education
mandate authorizing the research, however, he was also very
careful.not to do anything above what the Board required of
him to expedite the research. On one}occasion he mentioned
that he would write a hook about his experiences with the
Satellite program and felt that it would present the "real
picture“ of the Satellite "xids."

Mr. B was a person whc seemed to have had‘many closing
experiences in life, During fne course of the study, he
related several such experiences to the researcher, He télked
about losing his job at the Central Board of Education due
. to a general reorganization of the school system. He also
expressed a general‘malaiée over the course'of events in the
country such as the Watergate affair., He felt disillusioned
ﬁith his "leaders" and his embitterment was.obvious when
he retorted that, "I would'nt fill out one of those ques-
tionnaires for Jesus Christ,"

This cursory description of the temperament of Mr. B

102
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97
is the best that the ressarchsr cculd do under the circum-
stances, It is higily personal and subject to experimenter

bias, ne vartheless, it it should bz viewed as an effort to

place Mr. E. in his correct juxtaposition with the other
Satzllite teachers who responded to the guestionnaire.
The size of the sample (N = 4) was rnot sufficiently

large to permit a atrlct 1y controlled scientific investiga-

tion of the nypothesis relating to the rélationship between
student and teacher self-concepts. Asnyway, it is‘hoped that
the review zs presented hers and discussed further in Chap-
ter ¥V will te ;omewnat ravea i.z

With these thoughis in mind, there does s=zem to be
a teacher variable operati re in self-concept improvement.
Mr. W's students made GVerwhelming gains in self-concep=
ag well zs reading in comparison with octher Satellite
students., This suggests é rejection of the null hyrvothesis
of ro significant difference. :

Finally, even if the Satellite. grcups ard teachers

were sufficiently large %o facilitate a rank-order correla-

tion between the teachers’ Positive self-concept scores and

those of their students, the ~omparisons might not e nean-
ingful as the teachers’ Total Positive scores were shown
to be contaminated with defensiveness in reporting. A more
indepth interpretation of the data 1s attempted here should
prove to be more useful in providing a basis for future

investigations.
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CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary
The general‘purpose‘of this investigation was to

ascertain the influence of special vs. traditional class
placement on maladjusted junior high school students.
Students exhibiting school adjustment problems were placed
in a self-contained pfogram (Satellite Program) while their
counterparts were enrolled in a traditional departmental- |
ized program. The following questions were posed:

1., Would there be a significant difference in the
self-concept scores‘of Satellite students as compared to

self-concept scores of the traditionally placed controls?

2, Would there be a significant difference between the
Metropoiitan Achievement Test (MAT) reading scores of
Satellite studehts as compared to MAT reading scores of

the traditionally placed control group?

3. Would there be a significant difference between
the attendance pattern of the Satellite students in com-
parison with the attendance pattern of the traditionally
placed control group? |

4, would there be a relationship between Satellite

student self-concepts and the self-concepts of their teach-

ers?

104



The subjects of the study were 43 maladjusted‘stu-
dents (19 experimental and 2# control)‘who were enrolled
in one of four junior high schools located in a large
northéaétern metropolis. A pre~ rosttest, experimental-
control group design was used. The Piers-Harris Children's
Self Conceut Scale (CSCS) and the‘Metropolitah Achievement
Test (MAY) were administered early in January and zgain
in May.‘Other materials used included attendance data and
junior high school student personal files. The Tennessee
Self Concept Scalé (T3CS) was also administered to three
of the- Sztellite teachers during the month of 1y,

Analysis of variance was used fo test the hypothesis
related to student self-concept ghd reading. Where there
wefé”éiéhifiéaaninitial differences, analysis of covariance
wés used with pretest scores being used.as covariants.

The .05 level of significance was chosen as the critical
level for the rejecfion orvagﬁkptance of the null hypotheses.
Chi-square was uszd to analyze attcndance data. Teacher
self-concept profiles and ‘intragroup mean differences

among Satellite classes on the self-concept variable were
used to assess the teacher influence cn student self-

concept improvement. .

FPindings in rezard tO'Piers-Harris Children's Self

Concept Scale (CSCS). Of the seven null hypotheses related

to the CSCS Global and factor scores, only one was rejected.
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The significant F was in connection with Factor I (Behavisr),
Control sroup subjects were found to have more positive

concepts of thelr behavior as comparsd o Satellite students.

Findings related to attendance data. A ciii~-square

analysis of attendance data revealad no significant differ-

~ ence hetween the attendance pattern.of the Sateliite graups

in comparison to the attendance pattern of the controls.

FPindinzs related to reading achievement. There was

no significant difference between Satellite student gains
and those of the control group as analyzed through the use
of the F ratio. There did appear to be a praciical reading

gain made by the Satellite students over the controls. This

- point will be discussed further in Chapier Vi

Findings related o teacher self-concept profiles

as they effect student self-concent. A significant discar-
ity.mms found tetween the self-doncept scores of the
Satellite group taught by Mr. M as compared to the self-
concept scecres of the cther Satellite grcﬁps combined.

This higher self-concept of Mr. M's group was aitributed

to the temperament of the teacher. Mr. M's profile indicated

that he reported an extremely high self—concepf while his
empirical scores revealed an underlying pattern of person-

ality disorder and defensiveness.

Conclusions

" The statistical difference vetwzen the Satellite ard
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control groups on the CSCS Behavior factor was probably

due to the stigma associated with placement in the Satellite
classes. The Satellite.students apparently sccred significantly
lower compared to the zcontrol group on the pretest simply
because they had been assigned to the special class several
weeks before pretests were administered. The vossibility
of'sampling bias was ruled out because pesttest scores
showed a furtaer widening qf the gap peitween the Behavior
scores of the two groups. This tends to indicate that
assignment to tke Satellite'Program was harmful o the
students® perception of their behavioral selves. The stigma

ssemingly arose frocm the practice to assign students to

special programs immediately after or in conjunction with

' a series of behavior relateéd confrontations with school ™

authorities.

Upshur (1975) administered the CSCS to a group of
special clzss studenfs-who manifested the same type of
personality problems as the sample group in‘the present
study. Special class students scored s1gn1f1cantly hlgher

tharn the control gzroup in a tradltlonal Junﬁor hlgh school

' program These anomalous flndlngs were 1nternreted as an

indication that spec1al‘class placement can have a positive
influence on self-concept of behavior if the primary'focus
of the special placemeht is not on conduct problems ver se,
In other words. ‘when students feel that they have been

placed in a spec1al class as a punitive measure, the speclal
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class placement mltlgates against their nced for positive

environmental feedback. Special class piacement can he nade

under circumstances which fositers zn increassi sense of
self—satisfactionbwith ene's behavior,

Upshur's special class stﬁdents_were also found *o
be significantly lower on the Anxiety factor 2s compared
1o ceatrols. This could have been motivated by a ralaxing
of the tension which is often brought on by miscenduct
related interaction with schcol personnel., ifere »lacemant
in a seif-contained classroom automatically reduces the
chances for uhproduc tive encountvers with a variety of
students and school authorities, | |

Though the reading disparity between Satellite ssu-
dents was not statistically siznificant, *here is no
question of the practical significance of the m2an gain
(1.5 years for satellite students and .7 year for controls),
Yet, if the effects of lir. M's class is removed, tne poet-
test means of Ttoth the Satellite and traditional claszses
would be just about egual. Tne enormous gains in reading

ability of the Satellite group may, thus, be traced to .

" the influence of %r. M. There would then seem to be no

practical or st satistical Justification for ihe teaching
of reading in special classes unless the teacher personality
variable is given primary consideration.

The readmb snurt of the control students soxewhat
diminished the otherwise significance of the Satellite

Program as an instrument for the teaching of rea*ing. Their
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respectable gains oﬁ'the MAT were attributed to a state-
wide effort tc encourage schools to raise student reading
grades. A percentage of the reading gains in both the
Satellits and control classes might have been due to
repeated testing and/or a closer association of classroom
reading exercises with MAT test items. Only a2 more rigidly
controlled study could dispell this corcern.

The attendance data suggested that of those students
who were present for the pre- and postiests, there was no
influence on attendance patterns that could be traced %o
group membershin. This was a crucial veint because if one
group ﬁad veen found to be more prone to absenteeism, this
would have been a contaminating influence on all of the other
variables. That is to say, if students were not present,

they could hnardly ve expected to achieve and make adjust-

. ments normally induced by schooling.

The researcher has cited elsewhere, and is we;}
aware of the flaws in research design which surround
the evaluztion of the teaqher influence on Satellite stu-

dents. It is hoped, however, that by focusing on the group

. that deviated markedly from the others, some light might

be shed on the subject to guide future investigations.'

Mr. M, according to his TSCS profile, had the most

“"deviant signs of the Satellite teachers tested. His Number

of Deviant Signs (NDS) score was well within the area that

predicts behavior disorder with 80 percent accuracy. His
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Distribution (D), Defensive-POSitive (DP), and Total Gonflict
scores all tended to indicate a very defensive personality,
which approachsd the point of rigidity. His Personali ty
Integration (PI) score (a measure of the level of adjust-’
ment) was the'lowest of the three teachers. I% was near'
the 20th percentile mark on the profile sheet. On the other
hand, Mr. i reported very high Positive scores, especially
on the Total Pos itive. Self Satisfaction, and Personal
Scales. The scores ranged from the 99th to the 99.9th
percentile on the trofile sheet. Mr. M manifested a very
high self-image while the D, PD, Total Conflict. and NDS
Scéles fevealed a serious underlying personality disturbance.
Mr, M was obsefved to be very quiet and gentle with
his students who very rarely perturbed him no matter now
disruptive cr demanding they became; A great deal of emphasis
was placed on’scholarship. He persisted. in a gquiet suprert-

ive manner, on each student participating in the assigned

work. An irate student attested to this quality of Mr., M
in a sgﬁg;t of indirect way. In response to the quiet per-
suasion of the researcher for the student to try and com-~
_plete "Jjust a few more” CSCS test items, the student
exclaimed, "Oh no! Another hr. M:"

It Was the positive self-assured side of fir. M that
the students were most accustomed to seeing. His extremely
defensive nature most likely prevented him from expressing
the usual level of annoyance that teachers often direct

~ towards their students who display unacceptable social
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behavior, Within the context of se2lf-concept theory,
Mr, M maintained an attitude that was not threatening
to_the students. One of the tenets of Rogerian theory
is that the absence of threat is essential to the
developmeni of an adequate self-concept and a nacessary
condition for positive change on the self-concept. The
very positive regard which the teachner constantly .
demonstrated towards his étudents is also considered to
bé an important factor in the greatly improved student
selchoncepts.

The unusually high éelf-concept gains of Mr. M's
studen%s was accompanied by an equally astronorical
gain in readir; proficiency, They made a 2.4 jears mean
‘gain in only 5 months, This compares to a .7 year maan
gain for controls and a 1.5 years mean gain for all
Satellite classes combined. The preoccupation with
" reading caused the Satellite teachers to administer several
reading tests during the treatment period in addition to
the pre-~ and posttests administered by the researcher.
This could have accounted for a practice effect even(if
teading scores were ndtiinflated through specificity in
teaching MAT test items. |

Self-concepts were greatly improvéd in Mr. M's
class with questionable empirical gains in reading
achlevement. nonetheless, it must be noted that a percelved
1mprOVement in acadenmic ablllty and an atmosphere absent

of threat contributed towards the significantly enhanced



seif-ccacepts of Mr., M's students, =

The researcher havpenad to be present when revert
cards were distrivuted to HMr. M's students, Most ol
them received gradgs of which they could be proud.
The question of parity batween Mr, HM's marking practices
and thosz of the other Sateilite teachers is irrelsvant
to a coasideration of the influence #haf gradeé night have
nad on the self~concept, Its the students' felt sense cf
aceonplisnment that is ccnsistént with vhenomenclogical
~theory. This is not to say that teachers could_éucceed in
"faking" improved grades for students for the soul purpose
of:raising self-concepts, It is. however, to say that
Mr. M's studenfs apparently felt that they had na2de a
geauine gain in reading and academic vroficiency. And,
this increased source of achievement motivation interacted
with a heightened sense of security, self-worth, and well
being to tring about dramatic results on toth criterion
variables; self-concept and academic ability. Further,
the gains may be attributed to the unique gqualities of the
teacher’'s personality and the resultant social milieu which
perme2ted the classrocm. It is curious to note also that
the students obviously resronded to the teacher's manifest
self-censored behavior as ovposed to his more empirical

less integrated personality traits.

Recommendztions R

As a result of the study, the following recommenda-



107'

tions are ventured:

1. special class assigaments for disruptive-
underachievers should be eneouraged. providing atten-
tion to the teacher variable is given primary considera-
tion. Also, assignments to such classes should bte made
at the proper time and in such a manner as not to be
construed by the student as punitive. |

2. Steps should be taken to develop a strategy'for
selecting teaehers for speciazl class assigni2nts based

on personality profiles as well as teaching abilities.

‘With the advent of more precise psychometric instruments

such as the TSCS, such a strategy seems nct only desirable,
but feasible. Efforts at accuratly describing teacher

character types should take place alongside the drive for

.develop;ng adolescent symptomaqtology. A move forward in

these areas would enhance the prospects of placlpg students,
as well as their +teachers, in the most appropriate special
classrooms. |

3. Reading remediation can take place in a +radition.al
program for conduct Droblem adolescents even 1f behavior
problems do not receive flrsthand attention. To encourage
thls approach, of course, does not consider the often dire
effects that the disruptive child might have on his fellow
classmates. Also, this.practice precludes the more dramatic

results that may be realized byvattempting to improve both |

‘the personality and achievement variables swmultaneou ly.
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